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Course Objectives

Develop an understanding of learning tneory

‘2. Devé]op an understanding of adult education
3. Understand the problems of adults and how they diffu
‘ from undergradute and children
L. Learn-a method of developing a correspondence course
lesson an home assignment
5. Appreciate the organization and -individuals necessary
to conduct a effective Correspondence Course Program
6. Design a marketing strateggy
7. Appreciate the costs of conducting a Cofrespondence
Course Program
8. Understand evaluation mechanisms an need for evaluation
Workshop
PRACT 1 CE
1. Establishing learning objetives
2. Establish a list of courses which éppear‘have need
3. Design a lesson
L, Estgblish an organization for the courses
5. Establish a marketing strateggy
6. Price the courses
7. Select potential media to assist Correspondence Courses
8. Establish.measures of evaluation -
OUTL INE
Sess ion

Learning Theory

The Learner

Background on Correspondence Courses

Need

Writing and Teaching Correspondence Courses

Organization for Correspondence Courses
Marketing

Evaluation

Media and Problems







JOHN P. KLUS, Chairman, Department of Engineering, University of
Wisconsin~-Extension, Madison, Wisconsin

Previous to his present position as Chairman of the Department of
Engineering, University of Wisconsin--Extension, and a Professor

of Civil Engincering, Dr. Klus has worked for the Corps of Engineers,
spending & summer in Greenland; for the American Appraisal Company;
and tor the University of Wisconsin. During this time he completed
work on his B.S. and M S. degrees in Civil Engineering from Michigan
Technological University. In 1665 he earned his Ph.D. degree Trom
the University of Wisconsin and was appointed an Assistant Professor.

At Wisconsin he created the concept of the Professional Development
Degree program in Engineering and has been instrumental in develop-
ing several other new educational programs.

Ye is a member of severzl professional societies and fraternities:

American Society of Civil Engineers and Past President of the
Madison Chapter, the National and the Wisconsin Society of
Protessional Enginears, American Association for the Advancement
of Science, American Society for Engineering Education, and
American Public Works Association. He is a registered Profes-
sional Engineer in the state of Wisconsin,

Recent honors accorded Dr. Klus are: the Dow Chemical Award,
ASEE-North Midwest, 1949; Young Engineer of the Year, 1569, and
Qutstanding Engineer in Education Award, 1971, Southwest Chapter
of WSPE; Professional Engineer in Education, Wisconsin Society of
Professional Engineers; listing in 'Who's Who in the Midwest';
Krow Your Madisonian Award, 1971; UW-Extension Distinguished
Service Award, 1971; NUEA-American College Testing Program
Innovative New Program Award, 1972; Chairman, United Nations
Policy Working Group, UNESCO meeting in Paris on Continuing
Education of Engineers, Junec 1973.

He is a coauthor of an engineering review text, "Engineering
Review=-~A Basic Review by Problem Sets'', and has published a
number of technical articles. During the academic year 1966-67,
Cr. Klus was on university leave as a Fulbright Scholar for
research and teaching in Finland. He lectures throughout the
United States and several countries of Europe.
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""Teaching and Learning 'in 'Aduo
Education," Harry L.. Miller, L
] The Macmillan Co:, 1964
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THE SPECIAL PERSPECTIVE OF THE ADULT

THERE: East of New Guinea, in the southern Pacific, lie the Trobriand
Islands. The people who live there are great mariners, lively
and active. But they take no interest in things changing. If a
thing changes, then it becomes something else, and they call it
something else,

HERE: Just as we do not introduce an old gentleman with a long white
beard as, “the bouncing baby boy, Jim Jones.”

JIM:  (a very old man) Very pleased to make your acquaintance.

THERE: (confidentially, to RERE) Buster here isn't any more a bouncing
baby boy than I am.

JiM:  Ah, but you see, once upon a time I was, in the long, long ago.

HERE; (dismissing him briskly) But he isn’t now. In fact, we don't
think of him as a kind of modified infant, but as something
else—an old gentleman, a different kind of animal.

LISTER SINCLAIR, A Word in Your Ear

The dilemma of adult education is precisely that when people
think of education, their images are taken from their own memories
and from the urgent need to induce the young to take on the responsi-
bilities and burdens of adulthood and the behavior appropriate to that
status. To the extent that the adult educator, at whatever level he oper-

- ? :I._;

A

e T C i YA D i
SOR %ﬁ;“ﬁ?’tﬂ‘%@%m pae
RN e S sy




B
3
¢
s




O

2 TEACHING AND LEARNING IN ADULT EDUCATION

ates and whatever his purposes, sees clearly the special problems of
teaching the already adult as special, the more effective he is likely to
be. The cynicism about teaching adults one finds among some univer-
sity people, as well as the indignant, sentimental defensiveness once
common in adult education itself, equally miss the educational point.
There are considerable, and valid, differences between the enterprise
devoted to the large and necessary task of socializing the young and
that which pays attention to the learning needs of the world of adults:
differences in purpose, scope, intensity, and available resources, and,
consequently, wide differences in the appropriateness of the methods.

THE LEARNING PROCESS

The baby experiences the world, in the phrase of William James
which psychologists never tire of quoting, as “a booming, buzzing
confusion.” His reaction to that world consists in the main of a
glassy-eyed indifference to anything which does not immediately meet
the demands of his stomach for food, his nervous system for warmth
and stability, his psyche for love and attention. In the normal course
of development he very soon begins by himself to sort the confusion
into a series of recognizable “things,” but it is up to his society to
tell him what those things are for and what their values are. He must
modify his monstrous egocentrism into forms of which the particular
time approves and learn to give up his individual, often bizarre, ways
of perceiving the world in favor of common agreements about what
things mean. He must work out his adjustment to the boundaries of
the particular life chance provided by his historical era, his social
class and skin color, the local rules of the power game, and his own
native fund of energy.

The educational methods of the public school system and the
undergraduate college grow out of those tasks involved in becoming
a social being, tasks which often grossly distort both the logical and
psychological fabric of the learning task itself. These distortions are
instructive for adult educators, since in the heat of getting our jobs
done, we accept too often the methods with greatest currency as
those with the highest intrinsic value.!

The Child’s Learning

In the early years of life, generally at least until the age of
eleven, the child “sees” a world which is very different from the one

Lol
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the adult perceives. By the time he goes to school, to be sure, he has
reduced his booming confusion to a certain degree of orderliness. He
knows a great deal about the important other people in his life and he
can correctly name a large variety of objects and events he meets. But
until he is almost ready to become an adolescent, his most important
cognitive task is to see the world correctly, that is, realistically rather
than magically.

Children, for example, tend to be unable to distinguish clearly
distinct parts but to see things as part of a large, global situation. Early
in life, when a child says “chair,” he might be trying to communicate
a variety of things: “I should like to be lifted,” or “My chair isn’t
here,” or any number of other meanings. The thing and the word
itself stand for all the other meanings which have been at one time
connected with it. This kind of confusion persists for longer than one
might think. Piaget asked children between the ages of four and twelve
what one thinks with, and whether one can see or touch “thought.”
Children under seven said that “we think with our mouths.” “As for
animals,” said a little boy of six, “they think with their mouths, too,
all except the horse, and he thinks with his ears, because he hears
when you speak to him but he doesn’t talk himself.” In the later stage,
adult influence is felt, and the child says that we think with our heads.
“But under these words the child’s conception remains spontaneous
and in complete continuity with the answers of the first stage. We
think with ‘a little voice inside our heads,’ says a boy of nine, with
‘a little mouth.’ 2

Because this is a normal pattern in the development of children,
the schools can easily organize their methods at these levels on the
assumption that almost all the children they will deal with will have
basically the same learning problem, distinguishing between them-
selves and their feelings, other objects, and the situations they are
involved in. That the atmosphere of the primary school often seems
like a rather genial psychiatric ward is not an accident; most forms
of serious mentzl disturbance exhibit the same distortions and magical
clements of the normal childish perceptions.

The second stage of the education of youth is dominated by very
different tasks. We expect-the school and the collegé to work on at
least two major ones: prepare the child to accept the responsibility
of adult roles he will have to assume later, and orient him to the much
larger world of time, space, and human relationships. Now that he
sees the world about him with some accuracy, he must find out at
least sketchily how it got that way, what levels of social and political
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4 TEACHING AND LEARNING IN ADULT EDUCATION

authority he must respect, whi j i i
men';:hand I ’Eust rejec? he can reject without fear of punish-
_The school during this stage becomes quite a d ; i

major teaching goal is to help tﬁe student reglc:gnize :ln?ie:g;o(r)::le;:;:
rectly to a great variety of events, objects, simple relationships, and
socially shared values: the American Revolution, which beganpal’most
.200 years ago, was a great milestone in man’s freedom; South America
1s a mass of land vaguely south of us and contains many simple-
minded people who for some reason do not like Americans; Sha?ke—
Speare wrote many widely admired plays at a time when peo;’)le went
a.bout In tights; and the like. The school’s atmosphere changes con-
siderably to a predominantly paternal one—the tone of most elders
me :anSt cultures i'nducting the young into the mysteries of the society,
Epp ;;T;;g‘ the rites de passage; at higher levels, the master and the

The Adult's Learning

Adult education has only recently begun to see

speci.al identity for itself, and although thgere has belt(ena as espt:;i:tge ca;l:
rent in the field toward the building of totally separate educational
aims and me.thogs, notably in community development, the practice
in the I-arger institutions carrying on adult education has been “ado
tion without adaptation,” Historically, the education of adults hgs-
tenfied to develop as a series of offshoots from institutions or organi-
zations whose major function continues to be some other activity; the
public sch_ools, universities, the army, and industry are obvious, ex-
amples. Little wonder that they should find it convenient and eco-
nomical to transfer the methods already in use.
‘ .But even the cursory examination of the normal patterns of school-
1ng in the preceding paragraphs suggests at lcast several very important
differences between the youth and the adult which ought to concern
the programmer of adult education:3

_HETEROGENEITY. The rather primitive learnin i
chxld.must tackle—and which arepcommon to allgcl:;fll:n—‘ﬁnwmc}; ttlll:
substitute in the adult world. The normal adul’s perceptions are
stable, at least relatively so, which is why most laboratory experiments
in the psychology of learning must use either animals or young chil-
dr.en. The things the adult needs to learn or wants to learn are so
vsflldly various that the traditional pattern of group instruction has
difficulty fitting itself to so different a task. Nor does adult hetero-
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geneity relate only to his motivations or to what he will attend to in
the learning experience. It arises as a problem very sharply indeed as
variations among individual members of a group in knowledge about
and previous experience with almost any possible topic.

STRUCTURE. For the child, in very significant measure, learning
is the job of identifying new things, events, or relationships which he
has never before come across. He is like the inexperienced birdwatcher
for whom every bird is a “first.” The adult is the experienced veteran,
who approaches each sighting with a highly complicated set of expec-
tations and a great deal of experience against which to check what he
sees; every field identification for him is structured by these past
experiences. For the learning adult as well as the veteran birdwatcher
there is always a danger that his previous experience may distort_as
well as enrich. The hope that one will some day see a prothonotary
warbler may lead to a triumphant identification on the basis of very
little evidence; so the adult learning a new concept in the social
sciences may change it to fit into his own organized body of ideas
about society.

MATURITY. Someone else is always “in charge” of the youth. The
adult, if he wants to, makes his own decisions; his mistakes are his
own, his achievements his own. The distinction is the one between
guidance and counseling; we speak of guiding the young because they
are not yet equipped to make wholly rational choices, but few of us
are willing to take the terrifying responsibility of “guiding” a mature
person. The appropriate counterpart is the process of helping the adult
see more clearly what it is he does want and the realistic alternatives
from which he ean choose. But the practical consequences of this
distinction are not easy to deal with. There is something grand about
taking an extreme stand on the matter and saying with Carl Rogers,
“It seems to me that anything that can be taught to another is relatively
inconsequential and has little or no significant influence on behavior.
. . . Truth that has been personaily appropriated and assimilated can-
not be directly communicated to another” or “It becomes teaching and
its results are inconsequential.”* Unfortunately this view is not very
helpful to thtse who Bear some institutional responsibility for com-

municating important concepts and skills to others. In particular it
does not help solve-the practical problem of the degree to which one
ought to permit adult students to decide what it is they wish to leamn
and how they should go about Icarning it. Later chapters will take a
much more flexible position on this issue and suggest that the degree
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6 TEACHING AND LBARNING IN ADULT EDUCATION

to which mattrity must be taken into account is almost invariably
determined by the overriding goals of the particular program.

SOME SIGNIFICANT DIMENSIONS OF CHANGE

Framework #1: Subject Matter

The adult educator works in so many different fields and at so
many levels that it is difficult to designate the basic units for an
orderly view of the learning problems which need discussion. One
common way of dividing up the field, for example, is to consider it
as a series of roughly similar institutions: universities and collegés,
public schools, associations, and so on. Such a division is ordinarily
very useful for considering administrative problems, but there is so
much overlapping in the actual operations which the institutions per-
form that the methodologist must look for other categories.

We face an even greater variation among the types of change which
different adult education enterprises seek, to be sure; the bewildering
diversity of subject matters and levels at which instructors or leaders
deal with them is staggering. But the nature of the change desired is
obviously our particular appropriate building block, and to deal sys-
tematically with adult learning experiences one must impose some
kind of order on the wildcat diversity which the field exhibits, whether
or not that order introduces a degree of artificiality.

Using Whiting’s categories,® adult behavior is based either on a
technique, a belief, or a value. A technique is a known relationship:
to start a car, turn this key; to bake a cake, take three eggs, a cup of
flour. . . . Beliefs are culturally shared notions of relationships, with
no really well-tested basis necessary: spare the rod and spoil the child,
for example. Vaiues are shared judgments of goodness and badness or
preferences for one kind of behavior over another: one ought to have
fun with one’s children, criminais should be punished for their sins,
and so on.

A change from one state to another of any of these bases for
behavior requires some conviction that present techniques, or beliefs,
or values, are in some way inadequate; the crucial educational point
is that each of them requires different tests of adequacy. We subject
techniques to pragmatic testing. The easiest way to find out whether
a recipe works is to try it and see, and few of us in the ordinary course
of events have any emotional commitment to any particular technique.
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THE SPECIAL PERSPECTIVE OF THE ADULT 7

Indeed, men discard old techniques and acquire new ones s0 readily
that in areas where such technical change involves values, such as the
maintenance of a given humber of jobs in the building trades, arti-
ficial barriers to change are erected.

We test the adequacy of beliefs first by whether or not they fit
well with our other beliefs and second by whether they correspond to
reality. That we are inclined to test beliefs with less rigor than we do
techniques is a fact well-documented by the mutually confradlctory
beliefs all of us live with, as well as the persistence, even 1o such a
highly urban and well-educated culture as the United States, of folk-
lore and superstition.

Finally,pjalues present the most difficult testing task, because they
cannot, of course, be “false”; they can be accepted or rejected. We
test our values either by examining their goodness of fit, as we do
beliefs, or by following out their logical consequences, but we cannot
fail to be impressed by daily evidence that the most horrible conse-
quences will often fail to deter people from behavior roote:i‘ firmly in
value systems, *. . . while to my shame,” says Hamlet, “I see t..he
imminent death of twenty thousand men that for a fantasy and trick
of fame go to their graves like beds.” .

The sociologist prefers to work with patterns of tf:ch.mthes,. be-
liefs, and values as they cluster in and connect with sqcxal msutu'tlons,
but the adult educator may find it more useful to view them in the
context of the worlds which the adult directly experiences and out of
which his needs for education emerge. The following set of b_rogd
categories is intended to supply a subject-matter framework .thhm
which one can identify relatively specific behavior changes which set

lems for education.® o
Pro}:’ERSONAL AND SOCIAL WORLD. Programs which fall in this class
include those devoted to examining interpersonal relations in the fam-
ily, the social problems of the local, nationa.l, and international scene,
and the moral and ethical problems of the individual.

: e oiven at a local high school on child psychol-
ogy,E ::xiﬁm;;ﬁecg?mthegcounselors on thegsta_ﬁ of the schogl systen:,
attended by & group of mothers from the surrounding area and by a scat-
tem;:gxzf"f;m. series of television programs on the problems c.>f bt;:e S:i
Louis metropolitifh area: tramsportation, taxes, crime rate, etc.; b?;‘:s
particularly at small groups previously organized to discuss these p_r? mate:
meeting in living rcoms around the city, and provided with specia
rials and an opportunity to call in questions.







T, o PP L nay ey

e e st €L

8 TEACHING AND LEARNING IN ADULT EDUCATION

Example: A semester-length class on U.S.-Sovi i
i .S.-Soviet relations, wi ic
;g::i:;t%r_m.og to problems of the missile gap, presented by :s unviv\lr:hrsgt;r g;-

i . .
tension sion on campus in the evening, taught by a professor of political
Example: A series of meetings on world politi i

. cs, organized b -
;lrtc;%igggev%%hbm hg,alf dci)ﬁ-campus in the livin?g rooms ogf tiae par)t’i:i;::;
¢ ith special discussion materials i i .
B ot o ectone erials but using nonprofessional leader-

cnce i mstutonaloentatons, ey Gt some common loments
choes I msueational or ons, they exhibit some common elements
1. Prog.ra{m are based on confused or uncertain bodies of knowl-
edge, on disciplines which are for the most part in early stages of
devel'opn.lent. -Psychology, sociology, and political science have grown
as scientific disciplines only in the past century and are characterized
by t?xe early science’s contradictory evidence, premature theorizing
amblguous.ﬁndings, and relatively uncertain conclusions. Yet it is an
area in which people want most desperately to have unequivocal an-
swers to the problems which perplex them.
2. The area tends to include issues about which people feel ve
deeply and toward which they have attitudes firmly linked to signii?:
cant early experiences: feelings of patriotism or of political cynicism;
negative attitudes toward those of another color or accent; mother-,
hooFI, real estate taxes, parental authority, living next door tc’) a Negro
family, love, censorship—our attitudes toward all of these are im-
portant parts of us and our self-image. It has become clear in recent
mvestlgatlons, for example, that attitudes on such matters are to some
degree 1.nﬂuenced by whether one’s father was employed in an “entre-
Preneunal” occupation or a “bureaucratic” one: on the one hand
mdeper.ldent small farmers, businessmen, doctors and lawyers, or othe;
professanals on their own; on the other hand, civil servants: salaried
workers in large companies, big-business executives, or school janitors
—those with jobs which are part of a large complex of relationships
Wh'ether we catch the actual attitudes or merely take over a predis:
posing personal and social orientation does not matter for our pur-
poses. It is a very uncomfortable arca of change for adults.

3. The discomfort relates not only to the early anchoring of these
attitudes, b}xt to the probability that people are often in conflict about
the desirability of changing their behavior in this area. A mother ma
feel uneasy about her present relationship with her children, for ex{'
ample, a feeling which may motivate her to attend a series of’ lectures
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on child-raising. But her present behavior satisfies some need of her
own and consequently represents a resistance which an increase of
information in itself is unlikely to change. This area, pre-cminently,
is one of superficial change on the verbal level, often detached from
any real change on any other behavioral level.

Programs in the personal and social area, whatever their subject-
matter specialization, usually concentrate on attempts to change
people’s values or to improve their techniques of social interaction.
The adult does not need to know about his culture so much as he
needs, on occasion, t0 puzzle out its contradictions, to find out why his
habitual attitudes no longer work, or to learn why other people’s
reactions to him are not as he might wish them to be.

A case in point is the recent change in the beliefs about child-
rearing. Wolfenstein’s amusing and instructive study of the advice
given to parents in the bulletins of the Bureau of Child Study” from
the First World War to the present makes dramatically clear the suc-
cessive waves of very different feelings about maternal behavior. It is
not merely that in the early period the mother was expected to treat
the child with much more systematic care than in the later period;
she was also instructed to develop a different relationship with him.
The bulletins in the early period told the mother to refrain from too
much contact, to set up rigid schedules for feeding, and to restrain
any of the child’s exploratory activity; they told her in the later period
to enjoy fondling and playing with the baby, to feed him on demand,
and to remain unworried about his playing with his own body. But
all of the prescriptions for individual acts of child-rearing add up to
a good deal more. They demand of the mother a different style for
playing her role; they emphasize the satisfaction of significantly dif-
ferent needs. In the one case the mother is to view the child as a
bundle of strong impulses, some of them evil ones, which must be
tamed and kept under control; in the other the child is a mild, harm-
less, playful creature whom the mother should enjoy and play with.

Juvenile definquency is another public concern which is often a
subject of adult education programs and which similarly includes
both of these levels of change, though in a broader context. In con-

unity and to some extent 3 national problem,

sidering it as a comm
one needs, to be sure, t0 confront questions which are either factual
in character or which make almost purely logical demands of the

students. How much juvenile crime is there, for example, and should
one make a distinction between actually criminal behavior and delin-
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quent behavior? Is delinquency primarily behavior of lower-class boys,
or do the ambiguities of police reporting of crime conceal a propor-
tionately equal share by middle-class boys? Such questions, although
they may be usefully considered by the-citizen, are problems for the
social scientist.

The public's problem is centered in the feelings of people toward
delinquents, feelings which are inappropriately shifted from the
authority situation of the family to the society at large. To a person
who grows up in a patriarchal famil » anger, followed by punishment,
is the proper response to a misbehaving child; but the community is
not merely a primary family unit grown large, with the police acting
as a collective paterfamilias, and the application of righteous anger
and punishment does not control the boys or solve the situation.

In general, then, the education of adults in the personal and social
area inevitably emphasizes the examination of beliefs and the adjust-
ment of values which are often lagging behind a changed reality.
There are few techniques in the world of social relations, and those
that exist demand a special, complicated educational program to
communicate adequately. The methods of group dynamics, which do
deal directly with techniques, some of them verging on the borderline
of group therapy, will be described in a later section, but they demand
highly skilled personnel and are unlikely to take a substantial position
in adult education for some time. The major emphasis in the personal
and social area as a whole will probably remain on the need to
change belief systems of adults to enable them to make social responses
relevant to changed relationships.

THE WORLD OF WORK. This area without question dominates the
activities of the field, as it dominates and overbalances the institutional
range of the society at large. The Spectrum of the courses, curricula,
institutes, conferences, and workshops offered to help people learn
new skills, brush up old ones, or keep pace with a technology which is
changing with fantastic speed, is as broad as the range of work itself.

Example: A high school in a small industrial city offers a group of a
hundred or so courses primarily for young adults, those who have finished
high school but have decided not to go on to higher education.

Example: A private university with a city campus offers certificate pro-
grams in business as well as full B.A. and B.S, degrees in business admin-
istration, given in the evening. It might offer a partial or complete degree in
journalism or law, too.

Example: An industrial company of considerable size runs a large
training program in one of its major plants and offers instruction in indus-

AR A ENN G P e LAY A LRSS S

THE SPECIAL PERSPECTIVE OF THE ADULT 11 ~

i i ade workers, introduce new techniques, and improve
gxl;rﬁg:yt;er&gr;ance. The training division might also offer a specu;l
program in human relations or communications for executive persm'meé

Example: The extension division of a large state university, as part o
its general program, operates a large hotel with special conferenc;_e rootmi;
Groups from all parts of the state come to the campus to gpendf ron"nn“cr’ °
days to several weeks to work on special problems of their pro. esf'lo'ti X
trade, to catch up with new developments, or to plan Association activities.

The resident faculty is called upon both for program planning and for
teachet; in the social
le: A university offers a ten-week summer program i
sciexi;as'zgr a small grmtn};) of labor officials; similar shorter programs are
offered in many parts of the country for executives of business and mdu:ftry.

Example: A university extension division organizes a three-day co etr-
ence of scientists engaged in work on missiles in order to bring them up to

date on the meaning of new technical developments.

In an era which features a demand for incrl::asingly tec}tlgll;::las;;l:s
economy, accompanied by what appears to be -
lf::;ﬂa:nim;zr;af;i unemplgyed, mal:ly of them. functionally illiterate,
adult education faces a challenge of great magm.tude. But t}:e challe:lge
is to develop ways of identifying needs, measuring workers pc;itﬁgtl S,
counseling, and finding instructional resourc-:es,_rathf:r than to ntehw
techniques of training. The early pilot studies in this field supporft e
view, for instance, that many blue-collar workers are capa.ble of ac-
quiring white-collar skills if we employ reasonable screening proce-
dug:.spite the extraordinary range of courses and programs which
one can consider to be vocational in it.xtentxon, these activities pose
few serious problems for adult education. One x?eed only contr;st
their general characteristics with those of the preceding area to see why
thlslm.) s‘::i)ove all, the adult student brings to vocational educatloln a
consistently high level of motivation. Hxs purpose is generally clear
and the rewards for effort are usually fairly visible. Often a pro'motn;n,
a new job, or a raise in salary is directly lml_ced to his completion of a
particular course. Even when the connection is not so immediate,
however, the goal may be so powerful in promised social stgtu: or
economic reward that the motivation to reach it can sustain long
years of persistent effort. We see this oftgn as.tom§hmg perﬁsxiaence
mostly in the college degree programs, but it exists in othe:r e h§ :18
well. As the once free-wheeling economy turns into vast lnerarc.: nic
organizations, shutting off previous opportunities for the ambitious
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and energetic, education remains as one of the few means for upward
socio-economic mobility.

2. Most education in this area also appeals to what is apparently
a widespread characteristic of Americans—an overwhelming absorp-
tion in the practical, the useful, and a corresponding suspicion of the
abstract or theoretical. It makes sense to spend time and effort learn-
ing something that will put a little extra on the paycheck or help one
advance generally, but businessmen and trade union officials alike
seem suspicious of programs in the social sciences, for example, which
are often planned for them. “What is this stuff supposed to do for us
when we get back in the office?” they protest. Of course, the dislike
of the abstract stops at their technical specializations; chemist, engi-
neers, doctors, and other highly trained professionals gather happily
at adult education centers to discuss the latest esoterica of their fields
at levels of abstraction that would make a social scientist airsick.

3. The fields which make up the vocational programs are, for
the most part, well-organized bodies of principles and relevant appli-
cation. Teachers are usually experts in the particular field, and in
adult education particularly, they are often experts with a great amount
of practical experience behind them. Whatever their actual teaching
experience or teaching skill, they usually have a relatively precise
image of the objectives of their programs and of how to go about
getting evidence of the students’ achievement of those objectives. This
concern does not even emerge as a problem at all at the level of
machine skills; the test of whether a student can run a lathe satis-
factorily is simply whether he can demonstrate that he can. Students
and teachers alike have considerably less clarity at, say, the upper
reaches of business administration, but even here there is considerably
less ambiguity than in the personal and social area.

The vocational area is predominantly one of the transmission of
techniques. For the most part the belief systems of students are
subject to some kind of empirical check, sometimes disastrously, as
in the case of some small businessmen whose test of their beliefs about
consumer preferences ends in the bankruptcy courts. As for values,
many teachers in this area appear to prefer to leave them alone and
avoid even the discussion of these values involved in the social roles
of the particular vocation or profession.

THE WORLD OF FORM. Adult programs in this area include all of
those we might loosely categorize as the humanities, the study, or the
creation, of works in which the formal elements are primary. This
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area may well constitute the second largest of the general program
categories in adult education, though it is difficult to find hard and
fast evidence for such a belief. It certainly involves some of the most
imaginative programming in adult education.

Example: A large suburban high school presents a wide variety of
courses in the plastic arts—painting, sculpture, print-making—all of them
focused on learning to create rather than on appreciation. Classes are kept

small, and so are fees.

Example: An extension division of a large city university presents a
two-year program of study of the performing arts: theater, opera, and con-
cert hall. Emphasis is on formal analysis of the arts involved and on raising
the level of sophistication of the judgments of the participants.

Example: A university college offers a weekend program, in a moun-
tain lodge setting, consisting of the analysis of one Beethoven quartet.

Example: A midwestern small liberal arts college holds each summer a
writers’ workshop on its campus, at which aspiring writers gather to work
and to submit what they produce to critical analysis.

Example: A large university holds each year, in cooperation with the
city in which it has its campus, an arts festival which includes the presenta-
tion of concerts and plays, as well as public discussions of issues in the arts.

The examples selected give a hopeful rather than a quantitatively
accurate impression of the arts in adult education. The applied arts,
such as interior decoration (and cake decoration), jewelry design
and construction with major emphasis, apparently, on how to apply
enamel to copper, and pottery, dominate the field in number of courses
and volume of students. Some aestheticians reject the inclusion of
these educational efforts in the arts proper,® but all questions of snob-
bery aside, it is difficult to know how to categorize them otherwise.
Whether or not courses in crafts are trivial compared to those dealing
with great painting, the former do deal with the aesthetic impulse on
some level, with the desire that things should be beautiful. It would
be difficult to deny the cultural value of the years of work by Cooper-
ative Extension in helping rural women beautify their drab farm homes.
This would be, to be sure, a social value rather than an aesthetic one,
if the only product of the effort were brighter slip covers throughout
the land, but not if it also raised the level of sophistication with regard
to color and pattern of the women involved in the effort.

On another issue, the ideas about education of adults in the arts
are sharply divided, as indeed arts education is in many other areas:
should we emphasize creativity and teach people to do in the arts as
the best way of teaching them to appreciate, or should we help them
understand by verbally exploring and analyzing the art product? Of
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cou . - .
Ise, there is no way of deciding which is more effective without a

g?ﬁi ]l:z f;l:rli;zx:]st;ag; nfq: .the pllllrpos;u of comparison. In the absence
: On it is perhaps futile to speculate; one i
hypothesxs, however, is that people with some already exisﬁﬁgszgii

the i . . X
Stres1sss:.:xe 1i.1argel}f a theoretical dispute; most adult programs which
rea m_’, activities do so with no more complicated a motive

Tuming to characteristics which programs in the arts for adults

have; in common, one notes the following:
- It is above all a woman’s world. Traditionally American men

menzthe stern, super-masculine denizens of the out-of-doors

” ck'; The concepts and the objects of study in the area are least of

e se t(:i the familiar or .the sensible; they do not follow the rules

o Pg;;:ﬁ anl olrdf:r so basic in Western industrial society. Children are
Cularly interested in logical relations; thej epti

world often proceed on their own lopj nore than ooe Studont 1y

' : ogic, and more than one stud
chxlc_l development has pointed out the similarity of the child’sezzrc:f

mov3e under the surface of the art object.
- The arts in general also i i

' provide a few practical problems of
some magnitude, Large metropolitan centers have musefms and a?-t

ry
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galleries, an orchestra, perhaps a few chamber groups, several theaters,
and at least one semi-professional theatrical company, but outside of
these metropolises programs may have trouble with providing objects
of study. The written word is everywhere available and technical ad-
vances in fidelity help make up for the sparseness of live orchestras;
but many art educators find reproductions a bad substitute for actual
paintings or sculptures. The performing arts, of course, require a real
stage and a group of people with considerably more training than most
communities are able to afford.

Arts education in general, and particularly for adults, deals fairly
evenly with all three bases of behavior—techniques, beliefs, and
values—but in very different kinds of programs. Where programs
concentrate on the development of creative skills, they work mainly
with techniques; where they attempt to raise the level of appreciation
or analytical skills, their objectives are almost exclusively changes in
beliefs or values, and for the most part, the latter of those two.

THE PHYSICAL WORLD. The physical sciences occupy an uneasy
position in adult education, perhaps because of all the areas of devel-
oping knowledge and experience, they are most remote from adult
role performance. Two major exclusions from the following examples
of this area must be justified. One is a very large amount of program-
ming that goes on in the upper reaches of mathematics, physics, and
chemistry, programming whose purpose is purely vocational. Doctors,
engineers, and working chemists attend such courses not out of an

interest in the science but because they must keep up with their fields;
these courses, consequently, belong in the vocational area and are
noted there. The second omission is those programs arising out of
a need to inform the public of, or to help people think about, the
social consequences of scientific advance. Automation in industry
arises from technical changes which now encourage the building of
certain kinds of machines, but the only reason this constitutes a
problem is that our social machinery is not adequate to adjust to the
change without affecting adversely a good many people. Extraordinary
advances in theoretical physics and mathematics permit us to build
machines which have the capacity to blow up the planet; whether we
are foolish enough to use them constitutes a problem of social and
psychological dimensions. In the last instant of atomic annihilation,
the person who understands the structure of the atom perishes along

with the one without any knowledge at all
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Without these two major groups, adult programs in science are
rather sparse. They include such programs as:

Example: General education courses in science, patterned on those de-
veloped for undergraduate curricula, are offered for adult students working
on college degrees in evening colleges.

Example: Chicago’s Basic Program includes a series of texts, examples
of very high-level scientific reasoning, which students read and analyze in
order to grasp the logical structure.

Example: A high school adult program includes as parts of its general
short-course offerings several lecture courses on the new advances of scien-
tific discovery.

Common elements among such programs as these are not difficult
to see, and a look at them reveals many of the difficulties with present
programming in science:

1. In no other field is the distance between the expert and the
curious or interested layman so astronomical. The social scientist,
however infatuated with new terminology, talks about phenomena
which are thoroughly familiar to any lay person in the same culture.
However exasperated the art specialist may be with the layman’s
preference for the homey simplicity of Norman Rockwell, he still
deals with the same kind of object—paint arranged on a surface. But
as soon as the scientist penetrates to matters which interest him at all,
he leaves behind the person who is without rigorous training in mathe-
matics.

The common solution to this difficulty involves the scientist’s find-
ing a way of explaining complex mathematical relationships in rela-
tively simple verbal formulations. The science survey course usually
results from such attempts, and it is hard to find anyone who is very
satisfied with this answer. The scientific knowledge one gains from
such programs can easily be equaled by an interested reader of such
first-rate popular treatments of science as Scientific American, the
science articles in Life, or some special television programs. There is
little reason to wonder, consequently, why there is so little formal
programming of this kind in adult education.

2. Other programs have tried to stress the learning of scientific
methodologies as the most significant objective for learning in science,
particularly for the layman. One immediately bumps into the same
barrier as before. The methods of modern physics or, for that matter,
modern biology are so complex and specialized that the layman is
lost almost immediately. But if one means by scientific method the
approach to the finding of explanations for phenomena or relation-
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ships, an approach which is empirical, which works tirelessly to elim-
inate biases in both the material and an investigator, which is, when
it can be, experimental, and which insists on impeccable logic in
making inferences from the results of investigation, then the data of
the physical sciences are not absolutely necessary.” One could use the
more familiar material of the social sciences or the earlier and sim-
pler discoveries of any of the physical sciences.

In adult education, consequently, programs in the pure sciences
are relatively scarce, even after the Sputnik-aroused surge of public
interest at the end of the decade of the 50’s. Perhaps as a generation
schooled in the new mathematics and provided with new and stimu-
lated physics texts reaches maturity, they will try to keep up with new
developments through adult education channels. The chances are
that any such demand will be met by TV rather than by any of the
small group methods.

To generalize, this area involves no problem of values at all, but
predominantly deals with techniques and with beliefs about the
physical world and man as a physical being.

SOME GENERAL DIFFERENCES. It is clear that each of the four areas
emphasizes a different pattern of subject matter, which considerably
influences the desirable features of the learning situation. Learning
recipes is a different matter entirely from shifting the orientation of
our value system or testing the consistency of our beliefs. There is
another dimension along which these areas vary, and that is the extent
to which they need to be modified to meet adult needs. They have
been discussed here in the order of decreasing need for modification;
the approach to a student in the area of science, for example, depends
less on his age than on his scientific sophistication, and many parents
of this generation are baffled by scientific achievements which their
twelve- or thirteen-year-old sons understand immediately. At the other
end of the scale, the social idealism of some undergraduates rests in
some measure at least on their lack of experience with the extraor-
dinary complexity of modern social life; it is easy to talk about sweep-
ing social change if one has not even had the exasperating experience
of trying to change the coffee-break habits of a typist pool.

At the science end of the scale, methods appropriate for children
need little modification for adults; there is no reason, for example,
why the new physics and biology textbooks for the high schools might
not be used with groups of adults who would, without doubt, get the
same pleasure from doing the ingeniously contrived little experiments.
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But as we move toward the personal and social problem part of the
scale it becomes increasingly necessary to take fresh approaches to
method and to relate materials and activities to the special purposes
and experiences of the adult and to the requirements of the special
characteristics of the content area. To summarize this discussion in a
general principle: decide how much modification of methods is neces-
sary by considering the content area in which the program falls; then,
determine the general direction of program planning by deciding which
of the three elements (technique, beliefs, or values) of the culture
complex we want primarily to deal with.

Framework #2: Behavior

Many definitions of learning exist, developed for a variety of pur-
poses: some to guide research, others to complement educational
theories. Those interested in the practical problems of increasing the
effectiveness of learning experiences for adults can probably most use-
fully view learning as some form of change in the behavior of those
participating in the program, primarily cognitive behavior, that is, be-
havior that has to do with knowing or recognizing, attributing mean-
ing, and other intellectual operations. The elements of framework
discussed in the preceding section represent a backgrouil'd, a broad
field of operations; the more immediate question now arises of what
we wish people to do with the subject matters relevant to the field,
what behaviors we wish to change.

The question suggests a number of relatively specific problems
which the chapters immediately following this one will discuss. A
more general answer at this point requires a broad look at what the
adult educators do along two major axes: the type of change they
try immediately to achieve in student behavior and the long-range
educational purpose that lies behind the effort toward change.

“KNOWING” AND “DOING”. Any observer of the broad scene of
adult education soon notices that programs differ significantly in
whether they conceive of the student or audience as an active organism
which must be trained in some desired behavior (whether it is ana-
lyzing a poem or running a lathe) or as an empty cup which the in-
structor must fill with knowledge. We have chiseled “knowledge is
power” into the stone of most of our libraries and schools, and our
firm commitment as a culture to the idea undoubtedly accounts for
the dominance of the “empty cup” theory of method.

In a sense, “knowing” is a behavior, too. To demonstrate that
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we know something we must go through some act of recognizing it or
calling it back into memory. And if everything we know were made
relevant use of in our behavior, knowledge in general would indeed be
power. A laboratory rat which has been given the oPportunity to run
around in a maze days previous to the actual test will learn the maze
quicker than his fellow who had not been given the opportunity to
“know” the general environment of the maze. But humans are con-
siderably more complicated and unpredictable. We uncfonsc.lously
rummage among the knowledge available to us in any situation to
find those bits that fit in with our desires or our preconceptions and
to reject the ones that contradict them. The knowledge we have- often
has little effective relation to our behavior; we know that a significant
percentage of automobile accidents are rear-end collisions, but we
continue to tailgate the drivers in front of us. .

In the face of a truly extraordinary mass of empirical evidence
that the passive reception of statements of facts, opinions, or argu-
ment by itself has a very low efficiency if one desires change or gm\ivth
in the recipient, by far the most common method of aduit edx.xca_tlon
is the assigned reading and unadorned lecture.’® From the begmx.ungs
of the early lecture series in the nineteenth century to recent natlo?xal
televising of popular charmers such as Baxter and Bernstein, t.ellmg
people about things has been the easiest way to promote public en-
lightenment, particularly after the invention of instruments vyhlch
carry the human voice to a mass audience. Although the l?cture is far
from being a useless tool for teaching, there is no question that we
overuse it, that we use it inappropriately, and that, seduced by the ease
of arranging to have an expert talk to people, we often r.leglect to think
through the particular problem of method for our Ramcular purpose.

The opposed conception of the student as a live organism who
must be changed in some way by the process of lgarmng.an.d who needs
an opportunity to practice new intellectual skills or msxghfs is also
firmly present in adult education. One finds the conception most
prominently in the vocational area and the arts; few teaf:he.rs qf
accounting would consider that they had succeeded at t-hefr job 1f
they ended a course in elementary accounting'after acquainting their
students with the principles of the field but without requiring all @e
students to perform the necessary operations many times and submit
their exercises to critical evaluation.

The problem is not that administrators and teachers of ad.ult pro-
grams fail to recognize these elementary and obvious truisms of
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learning, but that they see the necessity of applying them only in
certain areas. The special conditions of the adult as student are influ-
ential, too. Active learning processes take time, more time than many
adults are willing to give, and they make demands on the energy and
concentration of the student which many busy adults find impossible
to meet, except under conditions of very high motivation. These con-
ditions occur mainly in the vocational area, and it is in that area,
consequently, that one finds most appreciation of active methods in
adult education.

LONG-RANGE OBJECTIVES. A second major determinant of method
develops from the educator’s conception of the purpose of the pro-
gram.'! A considerable part of the formal programs of adult education,
particularly at the university level, seem merely remedial; that is, they
adopt the educational purposes and methods of some other sector
of education so that some adults may make up what they missed.
Such programs face mainly administrative, rather than educational,
problems, as they apply already formulated curricula and bodies of
method to different times of day and to students with lower energy
levels, using faculty whose basic loyalties lie with other divisions of
the enterprise. But a majority of adult educators build their programs
to fit some perception of the needs of an adult clientele which they
have chosen, or have been hired, to serve. We can generally see in
these programs two different kinds of purposes, whether or not they
have ever been explicitly formulated.

The first of these purposes is to help the adult adjust to some facet
of change in the society which affects his performance in a social role.
The concept of role is particularly useful in this context because it
specifies a pattern of behaviors and attitudes attached to a particular
status in the society, shaped by the expectations of other people. For
example, over the past generation the role of the supervisor in industry
has radically changed; the people who matter once expected their
supervisors to be tough, decisive men committed to carrying out their
specific part of the enterprise at whatever cost. They now expect them
to be understanding, considerate of the human relations problems
involved in the groups they supervise, and committed to the organiza-
tion rather than to the task itself. These changes in expectations create
a considerablc amount of tension in the system at large, as thosc play-
ing supervisory roles begin to fecl the pressure to change behavior
patterns which they have grown up conceiving as right and proper
ways of carrying out that particular role. It is at this point that adult
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education of some form becomes necessary to train people in the new
behaviors demanded of them.

Thus do the relatively sudden changes in technology, beliefs, and
values in the culture create demands for change in those who are be-
yond their formal schooling and consequently for novel educational
formats for adults. From this viewpoint, adult education is a kind of
vast, unorganized, flexible trade school for social role improvement
and adjustment, as the accelerating tempo of social change in an over-
whelmingly industrial and urban society demands quicker adjustments
from its members. Historically, we can perceive this process occurring
many times as adult education grew erratically in response to changes
in role patterns. The rapid shift from a rural to an industrial society
and the rate of technological innovation after the Civil War demanded
a dazzling variety of new work skills, particularly of the white-collar
kinds; a host of educational mechanisms sprang up to meet them.
Similarly, following the peak period of immigration into the United
States, adult education assumed the task of preparing the new Amer-
icans for their novel citizen role, mainly through the night-school set-
tings immortalized in the incomparable figure of Hyman Kaplan. In
recent decades, under the impact of changing roles in marriage, adult
programs have paid increasing attention to marital adjustment and
child-rearing problems. Sharply increasing amounts of leisure available
in the society find their reflection in growing numbers of programs in
both fine arts and crafts, as the role of “consumer of leisure” begins
to take on definition.

Of the many social roles which adults in our society must play,
Havighurst and Orr have discussed ten to which adult education must
pay particular attention:

Parent User of Leisure

Spouse Church Member

Child of Aging Parent Club or Association Member
Home Maker Citizen

Worker Friend

They have gathered and evaluated data relating to the extent to which
middle-aged urban Americans see the need for change in themselves
in relation to these roles, and suggest for adult educators to use in
selecting program cmphascs an approach which has significant implica-
tions for the sclection of materials and mcthods.

To illustrate, they define specifications for both an adequate and an
inadequate fulfiliment of the parental role during the middle years of
life as follows:
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Setting Adolescent Children Free and Helping Them
to Become Happy and Responsible Adults

Nature of the Task

Children are reaching adulthood and establishing their own homes,
families, and careers. Parents can help in this process or hinder it. The
task is hard for some parents, particularly women, because they have in-
vested so much of themselves in the parent-child relationship, and have
gotten so many satisfactions out of having children dependent on them.
The artistic performance of this task includes giving the children a lift even
though they do not realize it; ephancing their self-confidence by being con-
fident of their success; supporting their efforts to prepare for and assume
their positions as adults,

The major qualitative factor in a high level performance as a parent is
that of growing toward a less dominant position in relations with one’s
children while maintaining a relationship which continues in an affectional
way to be close but not binding.

High

Gets along with children on terms of growing equality. Has aided or
permitted children to make independent choices of: place to live, job to
take, person to become engaged to or marry, clothes to wear, college to
enter, special field in college. Has become less dominant. in relations with
children during past 10 years. Spends less time with children than 10 years
ago. If he supports children financially, does so unobtrusively and in a
matter of fact way, without using this as a means of subordinating the child.

He does not interpret children’s independent activities and choices as
indicating a loss of intimacy. Rather, he gives evidence of his own confi-
dence in the fact that there are ways in which he can depend on his chil-
dren to meet his needs—to let him know what is happening to them and
that they are actively interested in what is going on in his life.

Medium ;

Has definitely encouraged or permitted children to become independent
in one or more areas, such as choice of friends, job, vocational choice,
place to live; but retains a strong, almost compulsive interest in these mat-
ters and seeks, often by subtle means, to influence children. Feels that his
judgment is better than that of children on important topics. Occasionally
gives unasked advice, based on his wisdom or superior power,

Low

A. Dominates children, seeks to make decisions for them, Tries to keep
them at home. Prevents them from having independence-building experi-
ences—such as buying own clothes, choosing school or college courses,
choosing friends, taking separate vacations from that of family.

B. Indifferent to or rejects children. Sees little or nothing of them. Does
not give them emational support. Takes no responsibility for them.12
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The specification of high-level competence in the role obviously
suggests the objectives for an adult program. This general approach to
the purposes of the adult educator, as a diagnostic mxddle-man_ operat-
ing between new social role demands and the resources which may
help people adapt to them, has the great virtues of directness, relative
simplicity, and obvious appropriateness. The voluntary character czf
most adult education, the difficulty of persuading adults to commit
blocks of time over a long period, the enormous individual variations
in experience and intelligence among any adult group—.all argue'for
the usefulness of this model, which permits us to be highly specific,
short-run, and focused on areas of highest immediate motivation.

The success of this model, however, has led adult educators. to
pay less attention than it deserves to an alternative possi‘bilit'y w{nch
shifts the emphasis of program development from the socxal. situation,
demand, or problem to growth in the general abilities of the individual.
Adult educators, to be sure, take pride in their careful attention to the
individual student through their response to expressed needs and by
their admirable sensitivity to individual difficulties with the learning
situation. But the social-role argument suggests that in a very impor-
tant sense we are interested in chemists and accountants, fathers and
mothers, citizens and consumers of leisure, rather than individuals.

Even as a minor strain in the total effort of adult education, there
have been a number of interesting efforts to build programs directed
at improving the general abilities of individuals. Because the programs
have, in a sense, cut across the grain of ‘adult education and the cir-
cumstances which shape its normal patterns, they have h.ad- great
difficulty in surviving; they are significant enough as a potential in the
field, however, to merit attention in a discussion of methods, where
they represent a real challenge to ingenuity. .

Most efforts so far expended in this attempt to develop basic cog-
nitive abilities have concentrated on training people in formal rational
processes. The best-known example, perhaps, is the Gre:at Books pro-
gram, which organizes groups of adults for the felatxvely mf9rma1
discussion of the enduring, recurrent ideas in the mtellecfual hxstmjy
of the West, sampled from the majestic literature of that history. This
is far from “training” in any formal sense; the Foun'datlor'x does 1.10t
prescribe any rigorous approdch to the ideas under discussion, taking
instead the Athenian model of free men enlightening one another in
the course of serious talk. ‘ o

- All such programs are deeply iiiflueiced by academic philosophy
and particularly by the discipline of formal logic, but it would be
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surprising if the pragmatic American temper had no i

ments with more informal approaches tcf’ thinking, tall):;lo(:ll:z:: l::fei;l:
d?ed bee.n in adult education a lively history of attempts to deal direct]

with b.asxc problem-solving abilities. Few of these have developed int(}),
e.xtensxvc.: or l?sting formal programs; the tendency has been to con-
sider training in problem-solving as one aspect of helping people solve
immediate, specific problems with which they are confronted, Agri

cultural .Extension occasionally claims improvement in generai rib:
1em-solv§ng ability as an educational byproduct of helping Amerx,'ican
fa.mpers improve agricultural methods; community development spe-
cialists make similar assertions. Indeed, the one assumption in fhe
ﬁe.ld held most widely with great firmness in the face of almost non-
existent evgdence is that helping people to find solutions for a specific
problem will somehow teach them to solve any problem better. Later
chapters will examine such beliefs critically. .

Behavior Models

As adult educators plan their programs, they select methods and
materials on the basis of a series of preconceptions and purposes re-
lated to the formal set of categories described above. Programrp lanners
may l?e more or less aware of such formal conceptions, or tlI:e ma
perceive them in quite different terms, but this particul’ar framiworl}c,
works very usefully in suggesting some ideal models toward which
progI;a:lI]xs in the field appear to be moving.

€ two major continua i i
following setom ]emerges: are shown in relation to each other, the
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To locate any specific program along each of the axes results in plac-
ing it in one of the cells, which may ideally be characterized by the
dimensions which produce them, and which make different demands
on methodology.

THE EFFICIENT MAN. Programs which emphasize the aim of adjust-
ing adults to some dislocation arising out of social change, and which
want to make a real difference in behavior, seem to be interested in
producing an efficient person, one who now measures up realistically
to new circumstances. A good example is the dramatic shift in the
field of mathematics teaching following the public outcry after the first
Sputnik. Teachers of mathematics in the public schools were not
merely expected to learn new mathematical theory to replace the tra-
ditional mathematics they teach but had to be retrained to do a differ-
ent kind of teaching task altogether. Another example of this active
training for efficient adjustment is the ubiquitous training workshop in
human relations for supervisors. Changes in the conception of the
supervisory role have been met by constructing experiences in which
supervisors not only learn new ideas of human relations but are re-
quired to practice the skills necessary to act them out.

The desirable image of the person we are seeking to produce in
this area is the rational and efficient adjuster. A logical danger, of
course, is that we may instead create the other-directed person, who
shifts his behavior to conform to demands of others whether or not
these demands represent serious needs in the society. As adult educa-
tors develop habits of looking more critically at the immediate aims of
their communities, where these influence demands for new educational
planning, such a danger perhaps becomes more remote.

THE INTELLECTUAL. Adult educators aiming at behavioral change
in basic cognitive abilities of individuals, without regard to affecting

. specific social role activities, wish to produce people with a primary

interest in ideas and the skills of manipulating them. The habit of
detachment, the formal processes of logic and rhetoric, and the exer-
cise of rational judgment are skills and attitudes which, once acquired,
may be applied in any area of social life or, indeed, purely for one’s
own amusement. The parallel danger in this model is that we produce
sophists instead, for whom social reality is merely a convenient source
of stimulating problems for discussion.

THE WELL-INFORMED. Programs which stress the passive ac-
ceptance of knowledge related to social role problems seem to be
striving toward a model of the well-informed citizen. We think im-
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]medxately of the early days of adult education and the Chatauqua
efctl;lres, as well as the early university ideal in the nineteenth cent?xry
gucexcxlnt:andx]zmg. know.ledge, a noble aim which the practitioners re-
Coced c:the dispatching of lecturers out on a circuit, There is no ques-
o th :mﬂe léfeblood of a dem.ocracy is a well-informed citizenry, but
ot e Otl)lbt also that' thxs.particular model more often than the
dilettanﬁsms ;_(,)oo ;ceafl:J f:’::n;n fo)llto xtts t;ountelgipart, the encouragement of
. , ¢, at the stea To
3na1ysts v,v’ho need only an acquaintance )v'wgth wt&ofeﬁozigf’yc::&
SUperego™ to go into informal practice immediately.
throzn; ﬂz;:n;tr.. Fmany,. the concentration on individual growth
" rogd ! rt; atively passive acquisition of knowledge seems aimed
imgn ] g the expert. The common model for adult education is the
oy thse y technical th.ree-da - or week-long institute at which changes
. e tax law, for nstance, are communicated and expounded at
a]mudn‘: length and complexity to people who are already tax ex-
pert;. This is aservice .function which adult education as an institution
;:an. ardly fail to play in a society which increasingly needs it, as pro-
essions of all levels become more complex, and perhaps it 1; almost

inevitable that .
person, at such a model ends up producing the OV'e'r-SPecialized

PURPOSES AND METHODS

Most adult education programs approach, at least i i i
of their creators, one of these modelsP gr som,e combinz?titc?ne (l):tz:?;]:
of them. As sets of general purposes operating in response to ex-
pressed needs in the society, the methodologist cannot question them;
wh?t he can usefully do is to indicate the problems of finding methods,
tv:/;l:llln atrg agplxs)priate to each one of them. Many of the present prac-
¢ field create meth i i i
poscs,fo the folowiny reasgg;):logncal dissonances with program pur-

Inappropriateness

The most common disparity of this kind o
planner_s and teachers assuxlr)ze tg'at methods Whicclfl;trse ‘lefs»l: &r;ﬁaﬁ
producing experts also are ideal for the development of inteliectuals
The expert usually demands to be brought up to date in one wa 01:
another, and as he is in possession of a large body of already v)v,ell-
integrated knowledge, he is capable of sitting passively and absorbing
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and integrating floods of new information and concepts. If we aim at
developing intellectuals, however, the range of knowledge they have
is really of a low order of importance; what they need is to practice
intellectual skills, and no amount of listening to experts or to other
intellectuals will substitute for active practice. The evening colleges
are properly cautious about mixing credit students, who are aiming at
becoming experts in some field, and non-credit students, who want to
sit in out of intellectual curiosity. Faculty complaints in this situation
commonly focus on the problems this presents for the credit student,
but the non-credit students get considerably the worst of the bargain;
as would-be intellectuals they are likely to get almost no help from the
traditional methods of the college credit course. Even more striking is
the tendency to plan elaborate institutes for adults in which no aca-
demic requirements are involved at all and fill the program with session
after session of lectures. In the context of this discussion a little learn-
ing may or may not be dangerous, but it is not very useful.

Inadequacy of Available Teaching Skill

Often enough, we select a method appropriate to the purpose of
the program, but the teachers lack the necessary skill. A most inter-
esting instance of this difficulty may be found in the numerous attempts
to develop informal discussion programs, based on important prob-
lems and ideas and led by lay discussion leaders. Such programs pro-
pose to help the adult citizens who participate think through public
issues to much more sophisticated positions, help them evaluate cur-
rent policies, and understand more completely the complex relation-
ships involved in the social and political scene about them. Group
discussion, conducted as disciplined exploration of problems, as a
thoughtful exercise in cooperative inquiry, is a method precisely
shaped to help people change in these directions. But such an enter-
prise demands a high order of skill from its leader or an extraordinar-
ily well-trained group of participants. Much to the credit of most of
the agencies which have attempted to develop such programs, they
have experimented with a number of training devices for improving
the discussion-leading capabilities of the lay citizens involved in the
programs, but this, in itself, is a very difficult training task.

Inadequacy of Method to Purpose

Sometimes we hope to bring about changes in adults which no
educational method, no matter how active, is likely to achieve. This
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28 TEACHING AND LEARNING IN ADULT EDUCATION

partzcu.lar discrepancy between purpose and method is most likely to
occur in programs seeking to develop behavioral changes or attitude
changes strongly linked to established personality patterns. The best
developed area, methodologically, in adult education is the one de-
voted to improving human relations skills in industry; for over a
decade some of the most ingenious psychologists in American uni-
versities have devoted themselves to the planning of educational ex-
periences which would most powerfully affect attitudes and behavior
related to interpersonal cooperation and conflict. No matter how well
thought through and scientifically based such teaching is, however, a
coqsxderahle number of adults remain relatively untouched by it. Th::ir
resistance to such change is so strong that one suspects that only
psychotherapy could manage it, if, indeed, they were ever motivated
enough to seek therapy.

.f\s adult educators develop clearer and more coherent images of
particular purposes with particular groups of adults and adopt more
experimental attitudes toward methodology, we can make such analy-
ses as the one above sharper and more detailed and advance toward
an established set of methodological principles for adult education.
For the prese.:nt, a rough framework such as this, constituting a gen-
eral perspective, must serve the need for theoretical background for
the specific chapters to follow.

NOTES

1. Adult educators commonly look only at the educati

when they attempt to formulate c¥itical diﬂ’er);.nces betwe:;a :h‘}?dk?(fo: (iglgs :f‘l‘l]x;i
education. As I suggest in the distinction made here, the demands which shape
the schooling of the child and adolescent differ considerably, shifting from ones
which are based on the psychology of the pupil to his social context. This may
be one of the reasons behind the concentration of the adult educator on the
social setting of his students rather than their psychology and, consequentl

what seems to me the rather cursory attention to method in the field when con&
pared with our (mainly sociological) preoccupation with purposes. But many of
the problems which teachers of adults must struggle with, particularly in life
areas where attitudes tend to be strongly developed and deeply rooted, resemble
those of the teachers of children. Many adults, who have led busy lives im-
mersed in an often narrow sector of the larger society, have grave difficulty in
the learning situation adjusting their ive to a broader gauge, cling to
comfortably familiar sets of verbal symbols almost as if they were m;gic amu-
lets, or have difficulty substituting analysis of problems for “devil theories” of
social evils. Adult educators should find it rewarding to become familiar with
such studies of the cognitive processes of childhood as J, Piaget's The Child's
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Conception of the World (New York: Harcourt, Brace, 1929), and Heinz
Werner's Comparative Psychology of Mental Development (New York: Science

Rditions, 1961).
2. Piaget, op. cit., p. 229.

3. This view of the special nature of adult education is, of course, only one
of many, and I claim no particular virtue for it beyond its usefulness for the
general purpose of this book. Most such analyses concentrate on drawing dis-
tinctions between the characteristics of the adult and those of the child, particu-
larly as those characteristics are modified in the adult by life experiences.
Whipple's monograph is the most carefully thought-through of these attempts,
and I agree thoroughly with his conclusions. The reason that I did not use
such a framework here is that arguing from differences in experience seems to
me to lead primarily to formulating different curricula or to selecting different
materials for educational use. But aside from such reasonable generalizations
as that people with greater experience ought to be given a chance to relate
that experience to the educational process, such an approach has litile to say
for the methodologist, or, at least, what it contributes lacks the necessary pre-
cisica. I have concluded that considerations of method develop more fruitfully
from an analysis of the aims of the adult educator as they differ from setting
to setting and from those of the educators of children. But, see James B. Whip-
ple’s Especially for Adults, Notes and Essays No. 19 (Chicago: Center for the
Study of Liberal Education for Adults, 1957), and also J ack R. Gibb’s “Learn-
ing Theory in Adult Education,” in Xnowles (ed.), Handbook of Adult Educa-
tion (Chicago: Adult Education Association, 1960). Most of what Gibb says
about the adult learner, it seems to me, can be as readily applied to the learner
at any stage or age; it is the ingenious application of learning theory to specific
aims of varieties of adult educators which provides us with a more fruitful
approach to method.

4. Carl Rogers, “Personal Thoughts on Teaching and Learning,” Improving
College and University Teaching, Vol. VI, No. 1 (Winter, 1958), pp. 4-5.

S. Whiting’s view of culture as essentially a system of symbolic and cogni-
tive systems of techniques, beliefs, and values seems to me to provide a very
useful set of terms for the adult educator, however objectionable it may be to
the anthropologist who prefers to see culture as patterns of behavior. In the
first place, the framework provides a neat way of linking the socialization of the
child to the world of the adult: the three elements of techniques, beliefs, and
values in combination form what Whiting calls the “custom complex,” a blue-

int for action which the culture transmits to each child through his parents.

a rapidly changing culture, by the time the child has grown to adulthood his
cognitive maps often need considerable adjustment, which is essentially the
job of adult education. . .

In the second place, Whiting's scheme links culture with the social prde_r,
the institutional complex around which adult education tends to organize 1ts
activities. *The custom complex, however, is but a beginning. It describes the
blueprint for but a single action of a single category of persons In a single
situation. Custom complexes are, however, organized into roles that are played
in institutional settings. . . . We would adopt, with slight modification, Malinow-
ski's (1944) definition of an institution as being a group of people occupying
different statuses (personnel), who are expected to perform certain roles defined
in terms of techniques (norms and rules), agreeing upon certain values, and
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30 TEACHING AND LEARNING IN ADULT EDUCATION

accepting certain beliefs (charter). ... In sum, a culture consists of a set of

customs which may be divided into techniques, beliefs and values that are in
turn integrated into the systems of ethnoscience, ethics, and pragmatics, Customs
are combined into roles, that are combined into institutions.” See J. W. M.
Whiting and I. L. Child, Child Training and Personality (New Haven: Yale
University Press, 1953); J. W. M. Whiting and Beatrice B. Whiting, “Contribu-
tions of Anthropology to the Methods of Studying Child Rearing,” in Mussen
(ed.), Handbook of Research Methods in Child Development (New York: John
Wiley & Sons, 1960),

A schematization of this conception which relates social change to adult
education might look like the following:

CHILD INSTITUTION

ACQUIRES CUSTOM (CHANGES IN RESPONSE TO
COMPLEX IN THE PROCESS

OF SOCIALIZATION POWER SHIFTS,ETC)

AND TENDS TO STABILIZE DEMANDS RELEVANT

BECAUSE OF SHIFTS IN
EARLY EMOTIONAL TECHNIQUES
LOADINGS

BEUIEFS, AND VALUES

ApuLT

6. Another possible set of categories, of course, and one frequently used by
adult educators, is based on special groups in the population—young adults,
the aging, and the like. This conception seems to me useful mainly as an ad-
Ministrative convenience, and I have restricted the framework to the four worlds
of experience suggested in the text in order to keep the conceptual framework
as clear as possible. It fits the available interest areas of adult educators fairly
well; see, for example, Part IV: “Program Areas in Adult Education,” Hand-
book of Adult Education, op. cit., pp. 393-550.

7. Martha Wolfenstein, “The Emergence of Fun Morality,” Journal of
Social Issues, Vol. VII, No. 4 (1951).

8. The general issue here is not entirely peripheral to the problem of method,
because it involves the formalization of training processes for low-level skills
which once were transmitted directly from one person to another in very in-
formal contexts. The clearest example I know is the course successfully given
for many years at a midwestern university to train people in church ushering,
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which is a remarkable illustration of how far the role of adult education can
go in a soclety in which institutions are rapidly changing. If the tempo of social
change is slow, institutions can take care of their own training needs. Fathern
can transmit their vocational skills to their children, and some children will pick
up the know-how of church ushering as they grow up attending the same church
in the same town, If institutions change, and the personnel in them shift rapidly,
too, then formalized training begins to seem necessary. The question is whether
a total adjustment to such blind social demand does not make dangerously
trivial the educational institutions and divert the energies of their personael.

Where such programs are justified as contributing income needed for self-
supporting divisions, one can hardly argue with them. But often enough, adult
educators argue for them as providing an educational contact with a clientele;
“starting where they are” it is often put. Partly as an expression of a strain
of social evangelism which entered adult education in its early years, and partly
as a reflection of the egalitarianism basic in American values, this doctrine has
its usefulness, but not if it becomes the sole criterion for programming in adult
education. The field as a whole would benefit from a somewhat clearer division
of labor among its separate institutions than it now enjoys and, more important,
from an agreement on some rough criteria for the involvement of specialized
educational resources. There are many areas of needed training which are best
handled by using simple “apprenticeship” methods, and there seems to be no
reason why we should not encourage their use.

9. The argument for the inclusion of science in any general education cur-
riculum needs, it seems to me, considerable scrutiny, as the questions raised in
this section indicate. All members of the society, presumably, ought to be free
of superstitions involved in cause and effect relationships in nature, but my guess
is that by high-school graduation most adolescents these days are as rational
about nature as they are going to be. We must suppose that there must be a
greater virtue in the study of science beyond this, and it is often suggested that
knowledge of science helps people become more rational, that practice in the
rigorous scientific approach to phenomena and to the generalization of their
relationships spreads to other areas of the individual’s life. No one, of course,
really believes this happens, and the general principle is seldom supported by
someone’s experience with some actual group of scientists who approach the
discussion of politics or socialized medicine with a great show of rationality and
the spirit of inquiry. Indeed, the intrusion into science itself of related social
problems of belief or value may be sufficient to modify not only rationality
but basic scientific attitudes. Some scientists with considerable background in
biology, for example, believe firmly in the constitutional racial inferiority of the
Negro and argue for it on the historical basis that no Negro civilization ever
produced spontaneously a complicated, industrial culture. On the whole, I tend
to view with some equanimity the relative absence in adult education of pro-
gramming in this area, until someone presents a more convincing case for a
need for it.

For evidence of a recent revival of interest in this area, however, see the
summary of recent activity in science programming in the newsletter, “Continu-
ing Education for Adults,” of January 29, 1963, published by the Clearinghouse
of the Center for the Study of Liberal Education for Adults.

Eric Ashby does a fascinating dissection of the problem of how much sci-
ence the administrator of scientific research enterprises should know, in “The
Administrator: Bottleneck or Pump,” Daedalus, Yol. I, No. 2 (Spring, 1962).
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Ashby argues wittily that the administrator needs to know about scientists rather
than about science, and the same may be true of the layman in general,

10. Although some of the associative theories of learning do not stress the
need for the learner to be active, all cognitive theories do. The learner must be
involved and active, either in practice or in an active search for meaning, a
point which will be considered tn greater detail in Chapter II. The most impor-
tant drawback to the passive learning role is suggested not by learning theory
but by the work done on memory and perception; what the student retains is a
selection determined by his preconceptions. See Frederick Bartlett's Remember-
ing (Cambridge: Cambridge University Press, 1954), or the section devoted
to perception in any social psychology text.

11. I am aware that the categories of aims suggested here are not the usual
ones, nor are they justifiable on any particular philosophical grounds. In the
Handbook of Adult Education Powell and Benne argue for the existence of two
major schools, the developmental and the rationalist, with community develop-
ment and group dynamics falling in the first, and liberal arts, humanities, great
books, and the like falling in the second category. They freely admit that this
distinction omits from consideration most of what goes on in adult education,
which considerably reduces its usefulness (see pp. 41-53). For other attempts
to categorize aims in adult education over the past ten years, see Chapter II,
“Philosophy and Issues,” in The Review of Educational Research, Vol. XXIX,
No. 3 (June, 1959). I would defend the sheer empiricism of the approach in
this chapter on two grounds. One is that a book addressed generally to the
improvement of methods in the field as a whole must relate its framework to
the broadest possible activities in the field. Secondly, it seems to me that a fatal
tendency in adult education has been toward a “premature crystallization of
theory” (the phrase is Norman Maier’s) which invariably isolates or rules out
large segments of activity. I think we have a considerable way to go in develop-
ing as a recognizable field of education before such clear definition becomes
either feasible or desirable.

12, Reprinted by permission from Robert J. Havighurst and Betty Orr, Adult
Eduw-ation and Adult Needs (Chicago: Center for the Study of Liberal Educa-
tion for Adults; 1956).
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SOME CRUCIAL CONDITIONS FOR LEARNING

1 say moreover that you make a great, a very gr_eat’ mistake, ﬁoz?:
think that psychology, being the science of the mind’s Ia:;:a(,1 fc;emes
i i ite programmes >

thing from which you can deduce defini

anldgmethods of inszruction for immediate classroom useénlzgct::c;l;)tsgydlis
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a science, and teaching is an art; and sciences ne ¢

rectly out of themselves. An intermediary inventive mind must make

icati ing its originality.
the applicarion. bY us\l:rlg.;.n\:d l?mag Talks to Teachers on Psychology

t-matter areas and educational aims f’“ a
be made realistically usable; if we

have defined those aims primarily as change in behavior, then we l:med
some assurance that adult education’s resources and skills can bring

i the gen-
es. This chapter, consequently, turns fro§n
B e vory g ducing behavioral change in humans.

al to the very specific act of in . :
- Most of \glatp we do know about learning applics equally well to

skills of physical action and intellectual behavio‘r, but since our
methods of teaching motor skills are far more effective than those we
33
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develop to teach cognitive processes, the concentration here will be on
the latter. If we taught the skills of logical analysis as carefully and as
wel_l as we teach dancing and swimming, adult education’s methodo-
logical problems would all be solved.

For the purposes of this chapter and the next, cognitive behavior
means the individual’s response to the fiow of information coming to
hm:x through his senses, how he selects from the flow those items to
whxc'h he pays attention, how he applies meaning to it, and how he
manipulates it, Part of this working with the flow of stimuli coming to
one’§ senses consists in feelings about it, for which a useful term is
sentiments, the feeling tone associated with our beliefs and values. In
very general terms, education addresses itself to the problem of
changing cognitive responses and their related sentiments. It is crucial,
at the outset, to investigate the conditions under which such changes
are likely to occur, so that in later considerations of specific program
formats and methods we can be both realistic and creative; the best
way to begin is with at Jeast a brief look at basic learning experimenta-
tion and theory.

Psychologists approach the problems of how people acquire new
and appropriate responses (how they learn) with two different major
assumptions which have in the past created two theoretical camps,
often totally opposed to one another but at times able to find com-
mon ground in their explanations of the facts of the learning process.!
The behaviorists, the dominant school among academic circles, stress
th_e bonds created, in one way or another, between the repeated associ-
ation of a particular stimulus with a specific response to it; one con-
trols learning behavior largely by controlling the nature or the strength
o_f the relation between the stimulus and the correct responses. Cogni-
tive theorists, on the other hand, insist that individuals do not merely
“respond” but that they react to and organize the information which

comes to them, and that it is in this shaping of the environmental
stimuli that one finds the most significant fact for learning. Conse-
quently, they stress the control of the conditions under which stimuli
are presented and whether they help the individual to make the proper
organization.

SKINNER AND THE REINFORCEMENT SCHEDULE

The work of B. F. Skinner at Harvard illustrates the ideas of the
first school neatly and more simply than many others, and it is par-
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ticularly interesting because it is currently being applied directly to
public-school classroom methods. It has the admirable simplicity of
almost totally ignoring the environment and the nature of the stimulus
and concentrating on the response aspect of the learning situation.
Skinner starts from the principle that any live organism will tend to
repeat a particular bit of behavior if that behavior has been accompa-
nied or followed by a reward, ot reinforcement. He argues, therefore,
that the way to teach an organism to do anything is to wait for the
random occurrence of the particular behavior you ultimately want (or
arrange for it to occur), reward it immediately, and keep rewarding it
until the organism performs it habitually.

One sees the meaning of this principle most clearly by watching
some of Skinner’s ingenious and spectacular laboratory demonstra-
tions with animals. Thus, a pigeon in one of his cages is randomly
going through its ordinary repertoire of movements—pecking, turning,
and walking, as pigeons will. Skinner decides to teach it to turn
around clockwise in a complete circle and waits for the pigeon to make
even a slight movement in such a direction. In the course of moving
about, the pigeon does turn slightly clockwise, and the experimenter
immediately presses a button which operates a shutter covering the
food box in the cage. The pigeon has the opportunity to eat furiously
for a second or two before the shutter comes down again. The same
turn, slightly more pronounced now, occurs very shortly thereafter,
in confirmation of the principle, and again is immediately rewarded.
The next time it comes sooaer and more pronouncedly, now almost
a half turn, and is again rewarded. Within a few miautes the pigeon
is turning a complete circle in the desired direction and happily gorg-
ing itself at intervals in the food box.

Skinner and his enthusiastic students consider this process the
model for human learning as well, although they have had some diffi-
culty accounting adequately for many of the complexities of the
human animal and the social context of his learning experience. In-
deed, the recent surge of interest and activity in teaching machines
developed directly from the kind of work described above. These
machines, which a later chapter will consider more thoroughly, depend
on three conditions: first, they present materials which have been
broken into many small steps; second, they demand from the student
some response, an answer to a question or the filling in of 2 blank in a
sentence; and third, the machine itsclf immediately reinforces the cor-
rect response by telling the student that his response was correct. The
reward consists in the pleasure of being right. The machine is a sort
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36 TEACHING AND LEARNING IN ADULT EDUCATION

of indefatigablet and unemotional tutor, constantly questioning the
student and saying “correct” when he makes the appropriate response.

COGNITIVE APPROACH

As there are many different sub-schools among the behaviorists,
so there are a number of cognitive theories. The important character-
istic of the former is an emphasis on the role of reinforcement, of
.the.la_itter an interest in learning as problem-solving and in how the
individual “goes beyond the information given” in approaching a set
ot: dfna or a learning task. The most widely-known early experiments
within this school were those conducted with primates by Kohler. In
a typical one, the experimenter hung a bunch of bananas from the
ceiling of a cage, out of reach of the animal, and he also provided a
few boxes carelessly disposed in the cage. The animal tried jumping
for the fruit only to be frustrated; it was out of reach of any point to
which he could climb as well. At some point, however, he “saw” sud-
de_nly that if he stood on one of the boxes directly under the fruit he
might reach it easily, and without wasted motion he pulled the box
over and got the reward.

.This immediate, sudden grasp of the solution of a problem the ges-
taltists call insight and suggest that it consisted of a rearrangement
of the significant elements in a situation into a successful organization.
T?le boxes were no longer nailed-together-pieces-of-wood-for-playing-
with, but things-which-if-I-stand-on-them-will- permit-me-to-reach-
high. Fur'thermore, when the animal who had developed such a principle
was put into another, slightly different problem situation, he applied
the principle immediately, without going through trial and error again.
What. be had learned was the principle, he had learned it without
practice, and he did it by going beyond the information given and by
selecting from and giving structure to that information.

The early psychologists of the cognitive school never made much
of an effort to apply their work to formal education beyond suggesting
that we ought to present material to the student in a form which en-
courages him to find the relevant principles which organize it meaning-
fully. Recently several experimenters have turned seriously to the
stud)f of the process of thinking as primarily one of recognizing or
forqnng concepts. In this view, the way in which we basically and
habitually “go beyond the information given” to our semses is by
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grouping them and from then on remembering and working with the
group name, or concept. Every time we see an apple we do not go
through the fatiguing and time-consuming process of puzzling out what
it is and what it is good for; we long ago learned that most things which
are red and relatively round and have a certain aroma and a particu-
lar set of indentations are to be classed in a group of phenomena
called apples. From then on we can assume without further effort that
when we encounter one of these objects, it will be good to eat, juicy
and crisp-textured, and will have a host of other qualities.

Concepts, we may suppose, are developed at first as hypotheses;
the first apple we eat encourages us to hypothesize tentatively that an
object with the attributes of redness, roundness, and particular aroma
will have the accompanying good effects of taste, crispness, and so on.
Each time we eat another apple it either confirms the hypothesis,
negates it, or changes it. We soon learn, for example, to modify the
hypothesis to include the possibility that the color might be yellow.?

Though we would be unable to survive without such concepts, a
difficulty, which the adult educators readily recognize, arises out of
the operation of these hypotheses. The semanticists see this difficulty
in the uncritical application of verbal symbols to the particular phe-
nomenon; the therapist sees it in the unrealistic responses of the emo-
tionally disturbed (for example, the child who operates on the
hypothesis that all people are to be included in the group things-that-
are-going-to-hurt-me). On the social scene we have to deal with people
who, once they recognize the single attribute “critical of U.S. foreign
policy,” put the article or book or person immediately into the class of
“communist.” This approach now obviously begins to be of practical
importance applied to the educational enterprise, which particularly
for adults requires for success the presence of “open hypotheses”

_ rather than “closed hypotheses.”

SIX CONDITIONS FOR LEARNING

Both the behaviorist and the cognitive approaches have much to
contribute to the operation of programs on a broad scale. The cognitive
theorists tend in general to pay little attention to processes of acquiring
and retaining information or to concepts which have alrcady been
developed, in favor of having the learner, through search, build con-
cepts himself. But, however demonstrably better it may be to stress
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38 TEACHING AND LEARNING IN ADULT RDUCATION

methods which force the learner to discover the concept himself, few
educational institutions in the society are prepared to spend the time
required to do so. The approach also tends to neglect the importance
of practice to the development of intellectual skills.

On the other hand, the behaviorists insist on a description of
motivation in the learning process which is difficult to apply sensibly
to adult learning. In their view, learning may be traced to some funda-
mental imbalance in the body which sets up a need; such a need-state
sets the stage for learning, because its satisfaction provides the condi-
tions of reinforcement necessary to the learning.® It is difficult to
reconcile the obvious importance of such human motives as curiosity,
or wPat one psychologist calls the manipulation drive, with such
theories, or to explain the common instances in which adults learn
very complicated things indeed in only one exposure. There is some
evidence for believing that the kind of learning which is described so
adequately by the stimulus-response model occurs at the early stages
of human development, but that at higher levels we must shift gears
and adopt an explanation which is distinctly closer to the cognitive
mosiel. This, at any rate, is the view which this book proposes to take,
as it draws eclectically upon whatever work in the field of learning
seems useful to define below the conditions which encourage learning.

Condition 1. The Student Must Be Adequately Motivated To
Change Behavior. All educational institutions concern themselves over
the problem of what impels their students to learn. Learning is work,
sox'netimes very hard work, and it looks easy only whean it is either not
going on at all and the students are merely being entertained, or when
motivation is so high that the work involved in the learning task be-
comes enjoyable as well as arduous.* Adult educators must worry
about it on two levels: first, because theirs is a voluntary institution
and people must be motivated to come in the first place, and second,
because once they participate, they need motivation to change appro-
priate behavior.

There is no question that some of the important motivations of the
first kind have little to do with a desire for learning itself. Neither, of
course, do they in formal education, where the desires for social
mobility, higher status, and material rewards must be very strong in-
deed to drive youth through the hard grind of professional school.
Vocational programs for adults draw people by appealing to essentially
the same motivation, but we have recognized for a long time the
rather more complicated nature of the needs which people seek to
satisfy by enrolling in programs in some of the other areas,
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It is usually the administrator who concerns himself with such
needs in the recruiting of students, but the methodologist needs to ask
about them: what is their strength and what their appropriateness to
the actual learning task? Motives which are strong enough to bring
an individual into the learning situation may be too weak by far to
keep him in it for very long or to keep him at work; the very high
drop-out rate in adult programs which are not vocationally based is in
part a measure of that motivation strength. By far the weakest seems
to be pure intellectual curiosity, a lusting after knowledge for knowl-
edge’s sake, probably because such a motivation is relatively easily
satisfied or well enough met for most people by less formal and briefer
experiences.

There is a fair amount of nonsense talked about some of the other
motives which lead people into adult education programs, as though
these extrinsic drives were somehow dishonorable. The two most com-
mon of these probably are the need for human relationship and group
belonging and the desire for status recognition. Many people appear
to enroll in programs at least partially because they are lonely and
want the warmth of relating to others on a level which does not
threaten too much closeness. Others come in response to a wish to
approximate some image they have of the intellectual, a wish arising,
perhaps, out of the very real connection between schooling and up-
ward social mobility and continually reinforced by the sham worlds
created by advertising and the mass media. In both cases the motive
often bears little immediate relationship to the kind of learning which
the program aims at, but it serves to bring the individual into the field;
whether his motives change to more appropriate ones depends at least
in part on instructional skills.

Another general category of motivation is one which often seems
more directly relevant than those above, but, the academic world being
what it is, sometimes turns out to be just as irrelevant. Wayne Leys®

has described it as well as it can be:

There is another kind of interest that is not an interest in knowledge for
its own sake . . . it is an interest in rationality. . . . 1 refer to the adult’s
desire to talk things over. This desire has been misrepresented as a desire to
learh something in the ordinary sense of learning. It is not that. The adults
want to clarify their thoughts, but not as scholars clarify things. They want
to talk out their worries and untangle their deliberations. . . .

This motivation, too, needs to be transmuted into one more appropri-
ate to the educational contexts in which it often appears, but such
transformation requires direct, conscious effort.
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40 TEACHING AND LEARNING IN ADULT EDUCATION

Part of the difficulty lies in the vagueness of the term motivation
itself, which leads us often to think of it as a sort of force of nature
which cannot be understood or analyzed. But one can approach it
analytically and begin to deal with manageable parts of the problem.
For any general learning task, for example, we might suppose that
there are many identifiable psychological forces, some encouraging the
student to change in relevant ways, others acting negatively either to
lead him out of the field altogether or to resist change. Planners and
teachers seldom have much control over the presence of positive
forces, but they can do a good deal to identify and try to remove the
resistant forces.®

In many adults resistances often take such forms as these: the
student is not involved and thus is unable to see the learning task as
personally important or significant; the student’s objectives have little
to do with the instructor’s objectives—we have all known students
who really are attending another class while sitting in ours; the stu-
dent’s fear of failure results in an unwillingness to attempt certain
kinds of changes; the student may find change itself threatening, not
only because he might fail in achieving the desired behavior, but be-
cause his habitual behavior is part of him and consequently valued—
people tend to see any attempt to change them as an attack, which
inevitably arouses defensiveness.

The presence of such resistant forces explains a great many of
adult education’s major problems. The vocational area is the only one
in which motivational forces outside the learning field itself are strong
enough to overcome the resistances within it. If instructors in the other
areas do not deal adequately with the resistances, there is nothing to
help them, and the group easily disintegrates or lapses into passivity.
One can see, too, why adult students generally tend to prefer methods
which permit them to be passive; such a state arouses none of the

conflicts which may lie beneath the surface waiting to be mobilized by
the challenge of real learning achievement.

The really challenging question, then, is what can be done in
organizing the experience itself which will reduce the resistances to
change inherent in learning. We can do some things relatively directly,
for example, in both small-group and large-group situations, by mak-
ing the materials as relevant as possible to the live concerns of the
students, thus increasing the chance for individual involvement. The
experienced adult education teacher tends to do this without much
conscious effort. Or he tries to bridge the gap between his objectives
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and the student’s different ones by organizing activities in such a way
as to increase the possibility that the student will begin to derive
satisfaction from new ways of behaving before relinquishing his previ-
ous patterns. Thus, if we want people to be able to suspend judgment
while carrying on critical analysis, it is possible to have them do 50 as
part of the rules of the game and hope that some will find it rewarding
in itself.

But we have available to us another resource which is often over-
looked or used without much skill: the forces of the learning group
itself arising out of its attractiveness for the members of the group,
and the quality of their interaction. There is no question at all of the
power of the group to reduce individual resistances to change if prop-
erly mobilized; but pious insistence on rituals of informality and first-
name calling will not necessarily ensure its mobilization on the side of
effective learning.

Two conditions at least are necessary for harnessing group forces,
the first of which is that the opinion of the group as a whole must
matter to the individuals who compose it; technically speaking, it must
be a cohesive group. We all belong to many groups membership in
which we would relinquish at the drop of a hat, and these groups have
little influence on our behavior or attitudes; but we do tend to con-
form to the expectations of those groups which we value. Many adult
education enterprises have attempted to make use of this principle,
with varying success. ' '

Often their informal groups of students achieve cohesiveness, but
the emerging group goals emphasize social rather than learning task:s.
Thus, the second requisite for the successful use of group forces is
that the group develop shared values which are hospitable to educa-
tional change in the desired direction. One sees this process at work
in the academic world in an extreme form among graduate students;
the culture of the graduate department develops as a number _of
settled expectations about how a successful physicist or psychologist
behaves and how he feels about important issues; the young graduate
student senses that he had better change to conform to this image or
that somehow he will never get his degree. And change he does.

One might suppose that this motivationa.l force could ‘ouly be
tapped for small, face-to-face groups, but this is not ne_cfassarxly so. It
is possible that the audience of the early morning television programs
on “Sunrise Semester,” for example, have a feeling of group member-
ship with their fellow early risers; several adult programs which use
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42 TEACHING AND LEARNING IN ADULT EDUCATION

television organize the mass audience into small, cohesive listening
groups. We need to experiment with a variety of methods for making
use of whatever group cohesiveness we find, whether it appears in our
small groups or in mass audiences, and find ingenious ways of en-
couvrva;ﬁing group adoption of values favorable to behavior change and
growth.

Condition I1, The Student Must Be Aware of the Inadequacy of
His Present Behavior. When humans are faced with the necessity of
learning a wholly new set of behaviors, they often accept it with
equanimity. The child learning to walk doesn’t feel badly about not
knowing but plunges eagerly into the attempt to master the new skill.
The adult who sets out to learn calculus for the first time is not
ashamed of his ignorance—he has just never learned it before. The
problem of learning new behaviors of this kind begins with an ac-
ceptance of the need to do so, requires an ability to deal with inade-
quacy during practice, but seldom involves any initial emotional
difficulty,

. But adult education, by its nature, deals much of the time with
changing behavior patterns which are already organized and habitual.
To say that a major condition for learning is that the student recognize
the inadequacy of his present behavior is to put in particular and con-
crete form the problem of motivation for this kind of learning. The
major resistance to change in this context is the defensiveness aroused
on behalf of already established behaviors, and the fundamental re-
qQuirement for success is the provision of sufficient security for the
student to permit him to relax his defensive posture.”

We need to face squarely at some point, however, that defensive-
ness sometimes is realistically rooted in the incapacity of the individ-
ual for the particular achievement level which a given program has set
for its students. This problem is seldom discussed in adult education
circles, partly because it offends our basic democratic values to exclude
some people from participation in an educational program and often
because it is unpolitic to do s0.8 The dilemma has been a chronic one
for the public schools, of course, ever since schooling for all was ac-
cepted as a principle of the democratic society we claimed to be, but
long and bitter experience with the problem has forced most public
schoolmasters to recognize its reality and the necessity to deal with it,
It is hard to escape from that reality, that substantial differences in
learning capacity do exist among people and that the quality of the
educational experience is affected by too wide a range of such differ-
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ence. If we are unwilling or unable to screen those who come to our
programs, then we somehow must provide for the presence of wide
variations. It is not enough to say, as we often do, that everyone will
develop according to his capacity, some more, some less, because if
the level of the experience is pitched too high, the less capable might
find it only a terrible frustration, and if too low, the most capable will
find it boring. We must plan the activitics themselves to provide re-
warding experiences for both groups.

However, aside from this somewhat separate issue of individual
capacity, it is clear that we must find ways of dealing with the more
common defensiveness aroused by the threat of change, which ap-
pears rather differently in each of the life areas with which adult edu-
cation deals. Thus, a good deal of the formal instruction for adults in
the vocational area teaches new skills and consequently has to meet
little defensiveness. But a growing number of programs are attempting
to change established patterns: supervisory behavior, teaching meth-
ods, the attitudes of teachers. The defenses aroused here by the sug-
gestion of inadequacy are very powerful indeed, anchored as they are
in primary economic maintenance needs which are in modern society
a relatively constant source of insecurity.

In programs of this kind, instructors who try the logical-sounding
plan of asking people, for example, what their problems are in dealing
with their subordinates may get nothing in responmse but a sort of
bland, “Problems? Who in the world has problems?” Or he might tap
an apparently inexhaustible catalog of problems having to do with the
way the organization is set up, the impossible superiors one has, the
laziness and incompetency of one’s subordinates, and the exasperating
stupidity and difficulty of one’s clientele. All of which may be true, but
none of these people are in the class or at the institute, and the only
behavior we can readily change directly is the student’s.

Instruction must be exceedingly sensitive and flexible in this kind
of situation if it is to succeed in helping students to recognize their own
inadequacy. Some groups are willing to do so directly, but others need
to approach much more indirectly the analysis of what constitutes ade-
quacy in their particular context. Case studies from some not-too-
closely connected field might be a better start for some groups; or, if
the particular instructor happens to be skilled enough, he can start by
accepting the group’s definition of their problem as belonging primar-
ily to “all those other people” and help them to arrive at some insight
into their own part of the problem.
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44 TEACHING AND LEARNING IN ADULT EDUCATION

In this area even instruction in the more impersonal skills is very

threa.ltenfng. It i§ casy enough to talk about the process of decision
making 1n an objective way, but to ask a group of executives to agree
th'flt their ability to make decisions needs improving is to suggest in-
evitably that they are not performing their most important function
well enough. Here again we may need to start at a point somewhat
removed f.rom circumstances with which they identify themselves.
. Behav:gr in the personal and social world, and the learned mean-
ings on which we base it, is anchored in the early developmental cir-
cumstances of the individual or to very significant events in later
growth and maturity. Voting behavior can be accounted for to a con-
siderable extent by the party affiliation of one’s family; we are apt to
be more suspicious of foreign nations if we grew up in ome region
rather than another; our settled opinions about human nature and our
hypotheses about how to deal with other people form not only at early
stages but in very definite forms.

Although inadequacy in this area can be just as i i
the world of work, the defenses against perceij\:]ing tht:hif:ézzl:fc;s arlz
somewhat different, often consisting of an unshakable conviction of
our own correctness and a puzzlement over how any one could have
fallen so miserably in error as those who do not see the matter our
way. One has only to contemplate the difficulties of making a first
approach to peoples® beliefs and sentiments about lower-class mem-
bers of other nationality or skin color to appreciate the magnitude of
the problem in general.

Perhaps the most important problem to be solved in helping stu-
dents to see their need for change and growth in the social and inter-
personal area is the inability of some instructors or lay leaders to avoid
the tone of moral condemnation as they deal with beliefs and attitudes.
Th.xs creates a pressure which can only lead to a stiffening of resistance.
Evidence from the field of intergroup relations education suggests in-
stead_that people need to feel that their present feelings are accepted,
even if not agreed with, before they can proceed to a rational examina-
tion of their consistency or their comnsequences. ’

_ Adult education in the s faces much easiéf problems in creating
this initial tension. Ifideed, most people come to such programs with
very conscious feelings of inadequacy; if they had miot already over-
come the common defense—, . . but I know what I like”—they are
not likely to enroll in the first place.

Arts programs tap a very’ powerful motivational force, however,
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which other areas do not have available to them in the same sense.

“Proper” behavior in this field, an interest in the fine arts, museum-

and theater-going, well-expressed appreciation, and the like, are linked
to upper-class status. People who aspire to social-class mobility, conse-
quently, have little difficulty in perceiving their present inadequacy in
relation to the arts because it is one of a complex of behaviors which
they must adopt in order to move upward. We adopt the values of the
class above in anticipation of moving into it later, beginning to change
ourselves into images acceptable by those who we hope will later be
our class peers.

Science programming, on the other hand, meets what constitutes
almost a built-in inadequacy. If it deals with new developments in sci-
ence, thus enabling it to attract the science buff, it deals with students
who realize and accept readily their present inadequacies and are
capable of dealing with them. If it is pitched at lower levels of compe-
tence, the students who come also accept their inadequacy cheerfully;
part of the folklore of American schools is the dictum that science is
difficult for all of us non-genius folks.

Condition IlII: The Student Must Have a Clear Picture of the
Behavior Which He Is Required To Adopt. Here is the heart of the
matter, for, if people do not know what kind of behavior their new
learning is to result in, how can we expect them to achieve it? For
adult education in particular, there are a number of problems related
to the presentation of such models; some we share with all other edu-
cational fields; one at least is peculiarly ours.

PROBLEMS OF ABSTRACTNESS. Where the behavior model one is
teaching is at the lowest level of abstraction, a skill involving mainly
muscular coordination, for example, there is little difficulty in pre-
senting it. Watch a golf instructor teaching a person to use a putter;
he demonstrates with his own body the proper stance and the position
of the head and calls his student’s attention to'the way he holds the
club and the most effective movements of the wrist. He can, if he
wishes, dispense with words altogether in presenting his model, al-
though they help-a good ‘deal in-focusing attention on its significant

.

. At a somewhat higher level of abstraction' we also do a fairly good

- jdb of modeling the desirable behavior in many Vocational programs.

Good example§.abound particularly in such business courses as insur-
ance fundamentals, where the object is to. train people new to the busi-

_~ ness. The instructor is invariably"a skillful insutance salesman, and
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46 TEACHING AND LEARNING IN ADULT EDUCATION

he knows with a considerable degree of precision what constitutes
effective behavior: If an aspect of that behavior includes the ability to
apply accepted principles of insurance coverage to complex individual
f::gs,g:s mfieg: it mxtxls;t, he demonstrates the steps an agent goes
ugh, pointing out the signifi
e pos all::; N g gaificant features of what he is doing as
We do a consistently poor job, however, at the s i
of abstraction at which we commonly work. A sociolgg‘xt;sgim:e oy
Flal course for a group of labor leaders, for example, might wellsp:e-
interested in increasing their awareness of the complexity of the social
judgments they commonly make about events; the behavior which
must be modeled here is the reflective habit of taking account of a
num.ber of social perspectives on the event, of asking how the per-
ceptions of a variety of social groups appear to be influenced by their
pec.uhar position in the society. But under the pressure of time and the
::Lx:f that }tuh:h i:;portant pedagogical task is to “cover ground,” the
vior w ¢ instructor tends t i
“ground-covering behavior.” ? model can only be described o
Slmila.rly, how many of us have observed at one time or another a
psycholqglst telling a group of mothers with a great positiveness which
bar.cly hides a certain amount of contempt that their behavior toward
their children ought to be accepting. It is hard to see where the audi-
ence can find out what “accepting behavior” looks like, The field of
gterpersonal relations, however, does have available to it an extraor-
dinary resource—the film—for the purpose under discussion, and it is
used by some adult educators with great skill and ingenuity.
The arts often do a very skillful job of presenting desirable models,
‘t‘oo '_I'he teacher who analyzes a poem before a group says, in effect,
N9hce now what cues I watch for in the language and the way in
which I search for meaning and relate the elements of the poem to
that central meaning.” One of the most significant aspects to this kind
of teaclfmg, as well as some of the best of the human relations pro-
grams, is that the model is presented consciously and deliberately as
something which the student knows he is later to do himself." .+ '

It is hard to overemphasize the importance of the student’s peed to

be sharply aware of the fact that ke is now being introduced to a kind
of behavior which he must later adopt, because we commonly agsume
that people someliow catch” the meaning we wish them to acquire
from an activity we involve them in. But thére is an accumulation ‘of

evidence from  variety of sources to supgest that this i§ far from the
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fact. The issue is one closely related to the problems of transfer of
training in learning psychology: the extent to which people are able to
transfer abilities learned in one context to another different context.
The idea of transferability of training became somewhat disreputable
after modern psychologists proved incorrect the notions of “develop-
ing mental faculties”; training in mathematics helped a person do math
but had little to do with-making him a more rigorous thinker in other
fields.

Some more recent evidence suggests, however, that transfer is pos-
sible under conditions which encourage the formulation of some verbal
generalization or principle.® One need only extend the meaning of such
evidence one step further to suggest that, on the highly complex cogni-
tive level at which much of adult education operates, people must see
clearly what it is precisely that they are supposed to be learning. The
claim that adults learn about democracy, for example, merely by being
involved in an activity in which they must help develop group con-
sensus about some problem is a most unlikely one.

PROBLEMS OF COMPLEXITY. The most common difficulty, however,
and the one with the most drastic consequences, is that beyond the
skills of muscular coordination we seldom define our leaming objec-
tives with enough specificity to make them readily perceivable by our
students. Returning to the previous example of golfing, it is easy to see
that although competence consists in a mastery of a whole battery of
complex skills, both instructors and students ordinarily have a clear
idea of what each of the interlocking separate skills looks like. Each is
therefore amenable to separate demonstration and practice at appro-
priate points.

Many of the cognitive changes which every one of the areas in
adult education stresses in one way or another are enormously com-
plex but seldom specified in any detail. We often undertake, for

" example, to improve the skills of making judgments as though this

were a unitary behavior, when, in fact, it involves at least these very
different ones: (1) an awareness of our own prejudices, valucs, and
psychological sets involved ir-the. particolat issue about which we are.
to make the judgment; (2) the ability to control:these at least to the
extent of temporarily suspendinf their Tull play; (3) a range of skills
involved in assedsing the validity and relfabilityf evidence bearing on °
the issue; and (4)_,!ag;ahi_1_ity to discriminate.among:the various ele-

ments involved in the issué ip _order to-sort them into categories of

s R L AP T LI I G e g ¥Ry Ll PR T
thejr significarice 64113; issue. Fdced with suich'a cémplex seriés of Be- - ~ "=~







48 TEACHING AND LEARNING IN ADULT EDUCATION

haviors, there is little reason to wonder why so few courses or pro-
grams succeed to any significant extent in showing improvement-in
thelr_s.tudents. The next chapter will attempt to take the most common
cognitive models in adult education and analyze them into the specific
sub-behaviors which compose them.

THE PROBLEM OF VEHICLE. The question of how we should present
the behavior model still remains, and it is one that provides some
problems peculiar to adult education. The captive, docile pupil of
pnmary_and secondary schools and the competitive, highly motivated
student in both undergraduate and graduate programs can be induced
todoa great deal of concentrated work at something which he does
not at the time see as particularly relevant. The adult student, except
ﬂ%ose enrolled in regular undergraduate university programs for reme-
dial reasons, insists on immediately relevant activity. “If the program
dea.ls with international affairs, why aren’t we discussing these affairs,”
he is hkely_ to demand. “It’s a free country and everyone is entitled t’o
his own opinion, so let’s just express them.” We can seldom induce him
to read much, carefully and analytically, because his participation is
almost always a peripheral part of a busy life.

Recognition of such a state of affairs leaves us with little recourse
but to use meeting time for the important business of présenting
models or of helping the group develop them through rigorously con-
trolled discussion. Fortunately, the range of pedagogical techniques
f?r such an activity is wide; demonstration, role play, and case analy-
sis, supplemented by lectures or controlled group discussion, can be
adapted for a great variety of adult education formats, and for even
such a remote relation as the correspondent student the techniques
of the teaching machine are useful and relevant to this problem.

Condition IV. The Student Must Have Opportunities To Practice
the Appropri.ate Behavior. 1t is remarkable that a principle so gen-
erally recognized in many fields of commonplace learning should be
S0 qften ignored in more formal educational contexts. Any observer of
a w1de; range of adult programs, however, must conclude that in many
cases it is the instryctor. or leader who is practicing the-behayior-which
he wishes to get the student to adopt, rather than the am}iént, who
presumably is the one who needs it. g ’

Part. of the difficulty, of course; is time. Adults are often unwilling
to practicc on their own, generally speaking, and it is often exasper-
ating to go through thé-slow process of working 'dlrougﬁ""e;ceicis_es or

examples in peri_ods.sg‘tﬁide for contributions from_often expensive.
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instructional talent. But practice is so crucial that we must begin to
apply ingenuity to the solution of this problem, perhaps, as later
chapters will suggest, by developing special kinds of material and by
modifying some types of group activities already generally in use in
adult education.

Furthermore, the concept of practice, once we go beyond the
simple and obvious examples such as running a machine or learning
to play golf, must involve the student in an active search for meaning,
As Getzels'® points out: '

Search for meaning may entail a g.;]'iod of fumbling akin to the so-
called blind or random trial-and-error avior. Present theories, however,
hold that if the learner is truly searching for understanding in the problem
situation and not only rote remembrance of steps in the solution, his appar-
ent trial and error is not random and certainly not blind. He is making a
real “try” for the solution and is not going through just any behavior of
which he is capable. The try is the best hypothesis the learner is able to
make at this particular time, and the instructor should not treat it with dis-
dain—even when the hypothesis is wrong.

Thus, the student needs to have time and the opportunity to make
mistakes as well as time to work through the behavior model correctly,
which further complicates the difficulty cited earlier. Whatever the
problems, however, the basic issue remains clear and emphatic: If we
are interested in having the student learn, he must be active in some
appropriate fashion; he must have the opportunity to do what he is
supposed to learn to do.

Condition V. The Student Must Get Reinforcement of the Correct
Behavior. During the course of practice the student must get feedback
as continuously as possible about his progress. All theories of leamning
tend to subscribe to the idea that report on one’s progress is necessary
to continued motivation toward a learning goal and that reinforcement

" of the correct behavior increases the chances for its reappearance at a

later point. Reinforcement, as a technicdl term, arose as a substitute
for the idea of “reward,” and, fortunately, we have available a range
of psychological rewards to sibstitutefor the grain and bananas of the
animal experimenters. o . )
. Given an adequate level of motivation, both children and adults
accept the knowledge of being-torrect as reinforcing. Indeed, without
.indulging in the_gretjgzil flights into the other-directedness of our cul-
ture, one might almost view with alarm the extent to which this can

" - bé demonstrated to be true:Recent studies, for example, creatc a situa- ~-
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S0 TEACHING AND LEARNING IN ADULT EDUCATION

tion in which the subject, sitting opposite the experimenter, is asked
to talk about some personal experiences. If the experimenter, at well-
c!eﬁned intervals, nods his head, the subject keeps going; if, after a
time, the experimenter stops nodding altogether, the subject tends to
peter out and stop; the talking response is simply extinguished, All
teachers, of course, are aware of how useful the nod is as feedback to a
student that what he has said is correct; few of us, however, are aware
of how necessary it is to provide some form of consistent reinforce-
ment.

Condition V1. The Student Must Have Available a Sequence of
Appropriate Materials. Here is a principle which bears with particular
force on the education of adults because we too often tend merely to
Import materials from other educational contexts without regard to the
particular needs of the adult student. Many adult programs use instruc-
tional help from the high school and the university, and the instructor
is apt to bring with him the materials he is most familiar with. The
university teacher in particular often assigns to a group of adults with
a wide range of capabilities and personal objectives a most fantastic
series of readings, inappropriate in both difficulty and quantity, appar-
ently under the delusion that because they are mature one ought to
treat them as graduate students. The most satisfactory development of
materials, not surprisingly, has been done by agencies whose programs
eliminate the trained teacher; the extraordinarily careful compilations
of political readings and cases developed by the Foundation for Con-
tinuing Education is a case in point.

The need for intellectual appropriateness of material requires some
amplification. The fault lies, often enough, not only in the assignment
of impossible amounts of difficult reading material but in the failure to
make clear to the student what the purpose of the reading is, what its
relationship is to learning goals which he can comprehend and find
personally meaningful. Some programs which have troubled to work
through courses specifically for adults have, for an opposite example,
re-developed the old method of explication des textes in a most satis-
factory way.!! The students read aloud in the group a difficult text and
discuss, sentence by sentence, if necessary, the author’s intention, the
precise shades of meaning, and the structure of the idea or argument
he is building. This process does not substitute for the broader discus-
sion of the ideas of a particular writer, but it is excellent training in

the several basic disciplines necessary and preliminary to good general
discussion.

SOME CRUCIAL CONDITIONS FOR LEARNING 5!

NOTES

1. The division of learning theorists into two camps is, of course, somewhat
oversimplified, but it is a useful distinction often adopted in the literature.
The reader interested in some further exploration might try Roby Kidd's recent
How Adults Learn (New York: Association Press, 1959); the more serious
student of adult education will find Hilgard a most useful introduction to the
tangled world of learning theory [E. R. Hilgard, Theories of Learning (New
York: Appleton-Century-Crofts, 1956)]. As I have tried to make clear in the
text, it seems to me undeniable that the work on cognition has far more mean-
ing for adult educators than the stimulus-response systems, and I suggest, there-
fore, Scheerer's very well-organized review of learning theory from the point
of view of the cognitive theorists: M. Scheerer, “Cognitive Theory,” in Lindzey's
Handbook of Social Psychology, Vol. I (Reading: Addison-Wesley, 1954), pp.

91-142,

2. The view of the thinking process as essentially one of the categorization
of sensory data is as old as the Greeks, but until recently the process was sur-
prisingly little studied by modern psychologists. Bruner and his associates at
Harvard revitalized the area in a five-year study of concept formation charac-
terized by an exceptional ingenuity. Some of the findings of that study are cited
in Chapter 3. Bruner went on to suggest applications to public-school education
in a report he wrote of a conference on science education, a small book which
has had more sudden impact on the thinking of public school people than any
other I have ever seen. See J. S. Bruner, J. J. Goodnow, and George A. Austin,
A Study of Thinking (New York: John Wiley, 1956); J. S. Bruner, The Process
of Education (Cambridge: Harvard University Press, 1961). Also: E. C. Tol-
man, “Cognitive Maps in Rats and Men,” Psychological Review, Vol. LV, No. 4

(1948).

3. One of the sharp areas of disagreement in learning theory is still the
question of whether or not it must depend, directly or indirectly, on drive-
reduction. The case for the irrelevance of such a theory for adult learning is
made bitingly by Harlow: “There are logical reasons why a drive-reduction
theory of learning, a theory which emphasizes the role of internal, physiological-
state motivation, is entirely untenable as a motivational theory of learning. The
internal drives are cyclical and operate, certainly at any effective level of inten-

. sity, for only a brief fraction of any organism’s waking life. The classical hunger
drive, physiologically defined, ceases almost as soon as food—or nonfood—is
ingested. This, as far as we know, is the only case in which a single swallow
portends anything of importance. The temporal brevity of operation of the
internal drive states obviously offers a minimal opportunity for conditioning
and maximal opportunity for extinction. The human being, at least in the con-
tinental United States, may go for days or even years without ever experiencing
true hunger and thirst. If his complex conditioned responses were dependent
upon primary drive reduction, one would expect him to regress rapidly to a
state of tuitional oblivion. There are, of course, certain recurrent physiological
drive states that are maintained in the adult. But the studies of Kinsey indicate
that in the case of one of these there is an inverse correlation between presumed
drive strength and scope and breadth of learning, and in spite of the alleged
reading habits of the American public, it is hard to believe that the other is our
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major source of intellectual support. . . .” Harry F. Harlow, “Mi
Men, and Motives,” Psychological Review, Volfyl.x, No. 1 E195;§T'p1.v{;g.k i

4. Harlow, in the same article cited i i
N s § ; in the previous note, points out
i I:l;e;es \:/:si ::li?altl:h t;::dﬁngecgﬁtntxdic?te that a strong drive statg inhibits le:xhr;E
A that it facilitates earning,” and there is a fair am
:?r%l:logriirfi(:; lsltl:t:spg;;::ar mt thbee literature generally. The conseque;ces gl’snie‘:;
) 0 be, as one would guess, a focusing and i
of interest to the particular satisfier of i ’ ? of every othes
the drive and a negl f
feature of the field. It would not be s that o adit
4 . too far off the track to 8 th
education analogue might be con i o ot in
q 0 centration of the adult d i
business education on those courses whi S ees o ntcds
255 2 : which are relevant to the d
and his impatience with what he often sees as the humanistice“frcial%:?’e e meeds

5. Wayne A. R. Leys, “The Two Roles of th iversi
tion,” Journal of Higher Education, XXV1 (?anu:r;‘,, nll;;?;t.y fa Adult Bduca-

6. The approach and the terminolo i
) ninology here are recognizably Ki in’
et e o 1. i s gt G o
d i eld o ositive psychological f i
him toward the learnin e 4 form of various
: g goal and negative ones taking the fo f vari
resistances. The option of attempting to increase the fi 5 ositive vectors,
f the positive vect:
one we tend usually to take, often results only in incrorc? " y i cos,
we ual easin
Lew,ll_x;1 s analysis, instead, leads one to try to );emove the regsig::n‘:gg?smg forces
beon sz \fval:o:: pr;::lem of the adult student’s motivation, I am convinced, has
Deen so & mo::lcomn;?;t( il(x’;:]e;;tli;lizlllly ahx}d n;eds ;:a-examination in the ligilt of
mor > s. Murphy's discussion of the affect of
early canalization of fairly broad drives deserv amplo, and
: es some study, for example, and
even more so do McClelland’s studies of the achie ivati e
we tend to be about a generation behind the ewailvemem o ifonation and
) able body of informati
tTh}f:Z cr:’leexlr;t ;‘c; g_g{y pm in ﬁhe‘})ehgioral sciences. S)ée D. C?M:Cl?al;l::c?
i w York: Van Nostrand, 1961); G. Murph :
ality (New York: H ; i olvi Social Conflie S
Yok Harper 1948);”[)“‘ 1947); K. Lewin, Resolving Social Conflicts (New

7. For a discussion of this problem with i

specific reference to th ini
:)f a;]u{ts_, seﬁ L. B_radford and P. Sheats, “Complacency Shock as : Pr:-;era:lrilgﬂi
o Training,” Sociatry, 2:1, 2:38-48 (April, August, 1948). 1

8. The difficulty adult education i
; u programs have in setting u
ng;lngmfs p:-l(:l;e;izrnelz eansesms asmw twofsources: one is the ﬁna%:cizfl ﬁ:Zesss?:)tr gﬁ
I de: e can for a program which must i H
the other is the political embarrassme ¥ acki D nerating
ther X nt of asking sponsorin i
::rgeirxl:iz:guﬁvi& sc;;e:ilzh ;he:ir ot;lvn m!ejrlll'lbers. So, gwep almostgn:\l;e:o ﬁsiﬁittllncg
. o the public schools, because by law th
accept all comers; but once the schools i Yeous poplation,
TS; . ¢ get their heterogeneous populati
iy procesd 0 onpoe pdgngnl b by doring o vide Tl o
i om getting too unmanageable. In
Cc Go o s ot oy put e oo Gt i
intellectual demand which thei i o et sit_uations -
Whl:{l] ey e, their own pride prevents them from leaving and in
e should not confuse this issue of individual di i
. : al differences in what i -
tially a verbal or conceptual capacity with the old argument abo?xt lfvlf:ggr
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adults can learn or not. Though we know better, we often talk as though people
learned only in special kinds of situations, and as though the rest of the time
they were static dischargers of previous learnings. For years we defensively
used the work of Thorndike in the thirties to prove that adults can learn, as
though it were a momentous discovery to find that adults were able to commit
nonsense syllables to memory almost as fast as a child can! The rapidity with
which any normal adult on a new job learns the subtle and complex informal
social systems of the mew group to which he comes, a task which a social
psychologist may spend weeks on; the ease with which we learn our way around
a new town, both geographically and socially; the amount of information which
the sports buff integrates and retains comfortably, on one reading, every time
he reads a sports page; the concepts gained and the slight shifts in attitude
arising from a talk with a stranger on 4 bus, a shopping trip, a movie, a family
crisis—people do not move through such experiences without drawing conclu-
gions, making generalizations, reaffirming or rejecting previously-held opinions,
and storing and integrating relatively large amounts of information.

To ask the question whether adults learn, consequently, seems to me non-
sensical. We do need, however, to ask what kind of facility with the special
world of verbal symbol systems our particular program demands and to deal
realistically, either before admission or after, with the corresponding range of
ability of the students.

A symposium on adult learning sponsored by Syracuse University in the
fall of 1962 focused a variety of contemporary views on the issues of the adult's
capacity to learn, motivation, and similar topics. The conference papers will
soon be available from University College of Syracuse University.

9. The professional reader interested in the problem of transfer should took
at George Katona's classic study, Organizing and Memorizing (New York: Co-
lumbia University Press, 1940), and E. R. Hilgard's survey of learning theory
cited previously. Hilgard and his colleagues did some follow-up work on
Katona’s experiments which introduces some notes of caution: see, for example,
their article, E. R. Hilgard, R. D. Edgren, and R. P. Irvine, “Errors in Trans-
fer Following Learning with Understanding,” Journal of Experimental Psychol-
ogy, Vol. 47, No. 6 (June, 1954). The optimistic view of this chapter toward
the generalizability of learning is based on such relatively recent work as that
reported in D. H. Lawrence and J. DeRivera, “Evidence for Relational Trans-

ition,” Journal of Comparative and Physiological Psychology, Vol. XLVII
(1954), and particularly on Harlow’s work with monkeys reported “The
Formation of Learning Ses,” Psychology Review, Vol. LVIL (January, 1949).
The suggestion that in humans such transfer of learning is‘ facilitated by the
ability to make verbal formulation of the principle can be held only tentatively
in view of such evidence as that in H. S. Stevenson, Ira Iscoe, and Claudia
McConnell, “A Developmental Study of Transposition,” Journal of Experimen-

tal Psychology, Vol. XLIX, No. 4 (April, 1955).

10. J. W. Getzels, Learning Theory and Classroom Practice in Adult Edu-

cation (Syracuse: Syracuse University: University College, 1956), p. 5.

11. Galway Kinnel, The Basic Program at Chicago, Notes and Essays No
11 (Chicago: Center for the Study of Libera! Education for Aduits, 1955).
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Lesson 1 ” T e

_ THE FORMATION OF CLOUDS

Ob]ecnves ‘
ool T TS
At the end of th1s 1esson you should be able to

e . . o

list the major gaseous con’stituentsroftthe;atmosphererf#d ,
o describe the concept of air pressure. T A e

o descr1be the prmc1p1e of the mercury and anero1d barometers.

R [N R

&3

-

o calculate-relative humidities from the. tables provided

) descrlbe the condensauon processes ‘within a cloud B

[ NI - .o R v

; - ©  perform the fog bqt,tle‘ex‘perrmen.t., -

- Of all-the weather elements, clouds and precipitation are the-most obvious.,

-* For this reason we .will-begin ‘our. study. of the :weather, with a-discussion. of the

formation-of clouds, -Over the centuriesfthat<man~jhas studied; weather,- certain
physical -factors have .Been found to:be ‘basic to weather conditions-and. weather
In-'this chapter, we will fifst examine-the composmon of . air,; then

‘the concept’of air pressure, and finally the . relat1onslup between .air pressure and
Emphasis will be placed on the imp,ortance‘xor water . in the
atmosphere. Since water can exist as a vapor, liquid,r or solid in our atmosphere,
we will delineate the conditions necessary for a particular state to exist and the

meteorological consequences of the change from one state to another. In particular,
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we will consider the natural processes involved in the cooling of air to causc con-
densation of water vapor and produce clouds, and wiil discuss the varicus types
of fogs and clouds,

g

A, THE COMPOSITION OF AIR

The Greeks gave meteorology its name., The Greek word meteora refers to
phenomena in the air, but meteorology is a study of only some of the things in
the air. (In certain references the term hydrometeor is used to describe tihe
state or effect of the three physical phases of water--solid, liquid, or vapor--in
the atmosphere or at the earih's surface, that is, clouds, fog, rain, snow, and
ice crystals.) The Greeks, who believed earth, air, fire, and water to be the

four fundamental elements in the universe, never

recognized that air is, in reality, a mixture* of Mixture: A material
composed of two or

variou ases., Today we know that there is no
S gas y rore substances, each

such thing as a molecule* of air., Air, in fact, of which retains its
. . . . . own characteristic
is primarily a mixture of nitrogen, oxygen, carbon )

p y gen, oxygen, properties,

dioxide, and monatomic argon molecules, It is
important, in what follows, to recognize this molecular composition of the atmo-
sphere, Ilach constituent of the mixture acts independently of the others. This
mixture, which tends to be relatively constant in its proportions in the lower
layers of the atmosphere, is called dry zir. However, in these lowest layers,

water is also a small, but extremely significant, constituent.

Not until almost 2000 years after the Greeks introduced meteorology were
scientists able to isolate the gaseous constituents of the atmosphere. Ironically,
the least abundant gas, carbon dioxide, was isolated first. Joseph Black of
Scotland discovered carbon dioxide in the air in 1756. - In any given volume of
dry air, carbon dioxide comprises only 0.03% by volume. The most abundant
gas, nitrogen, was discovered next by an Englishman, Daniel Rutherford, in 1772;

it comprises 78Y, of a volume of dry air. Meteorologically, nitrogen is of interest

“Words followed by an asterisk are defined in the Glossary.
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only for the role it plays in forming the earth’'s ionosphere” and in the production

N . - Py fapk . . o e L) o/ I .
of auroral light*, Oxygen, which constitutes about 21% | Jonosphere: A region

of the atmosphere from
about 50 to about 250
miles above the earth's
surface.

of air by volumec, was discovered by Joseph Priestley

in 1774, This gas is important in most biological
activities, Argon, discovered 120 years later, in I
1894, by Lord Rayleigh (John W, Strutt) and William

Ramsay, comprises less than 1% of the total volume of dry air. Table 1.1 lists

the various constituents of dry air and shows their relative aboundance by volume.

Table 1.1
COMPOSITION OF DRY AIR BELOW 350 MILES

(by volume)

Nitrogen 78%
Oxygen 21%
Argon 1%
Carbon dioxide 0.03%

f

The particular mixture of gases given in Table 1.1 exists only within the
first 50 miles of the earth's atmosphere. Above this level, air consists mainly
of monatomic oxygen, hydrogen, and helium, as a result of complex photochemical
reactions induced by radiation from the sun. By fgr the most important gas
found in air, from the meteorological viewpoint, is water vapor, which may vary
from 0 to volume percentages close to 4Y,. A}:zproximatelyY 99% of all atmospheric
water vapor is found below an altitude of 6 miles (see Weather,1 pages 34-36).
Water vapor* not only is important as the raw material for clouds and pre-
cipitation but also acts to regulate the atmospheric temperature via the green-

house effect. (The greenhouse effect will be discussed later in this lesson,)

B. AIR PRESSURE

Within the atmosphere, the mixture of gases is in a constant state of
agitation, (Each molecule has a mass depending onn its atomic structure and is

moving about at great speeds.) This molecular motion exhibits itself as a force

1 See the Golden Science Guide, Weather--A Guide to Phenomena and Forecasts.

3
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agamst any surface. In a parcel of air the biiiions of moliccuies, with diferent O
masses and speeds, collide with each other and with any surface with which they

come into contact. These billions of impacts exert force on objects in the air,

such as dust, and on surfaces. Force on a given surface is the total of impacts

over the whole surface. For convenience in measurements and calculations it is

better to use the idea of pressure,” that is, the total force divided by the total

area., This concept is expressed mathematicaily as

Force

Pressure = .
Area

By definition, pressure is the force per unit area.

) or kilometers

E—)
sq cm”’

. . . ibs
Pressure may be given in pounds per square inch (Sq mn

km .
per square meters (sq m) or grams per square centimeter (

The bombardment of the air molecules against the surface of the earth is
the result of the gravitational attraction of the earth on the molecules of the air.
In terms of a hypothetical column of air over a point on the earth's surface,
this bombardment is considered to be the weight of the total air column. Molecules O
of the atmospheric gases, being attracted earthward, create a et pressure of
approximately 15 lbs on every square inch at the surface of the earth. In other
words, the atmospheric pressure at the earth's surface represents the weight of
an entire column of air with a cross-sectional area of 1 sq in, Because the gas
molecules are moving in all directions--up, down, sideways, back and forth--the
atmospheric pressure will be the same on any exposed surface, no matter how
the surface is oriented with respect to the ground. If the surface is elevated
farther and farther above the ground, it will be exposed to lower and lower pres-
sures as a consequence of having to support a smaller column of atmosphere

above it.
Two examples can illustrate the presence of atmospheric pressure.

First, consider the molecular impacts on an empty cardboard box, as

illustrated in Figure 1.1. When the action of the molecules in the air is the
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same both in the box and outside it, the impacts cancel each other out, preventing
either the inward or the outward collapse oi the box. If, however, a pressure
difference exists between the inside and the outside, the box will either explode
outward or colluapse inward, depending on which side of the wall receives the

greatest impacts.

A scecond illustration of the effect of molecular impact in the atmosphere
involves use of a piece of cardboard and a glass partially filled with water, as
shown in Figure 1.2, If you place the cardboard over the top of the glass and
then invert the glass, holding the cardboard in position, you will find that the
cardboard remains in position when you remove your hand. When the glass is
inverted, a partial vacuum is created in the air between the bottom of the glass
and the top of the water surface within it. The molecular impacts on the under-
side of the cardboard are sufficient in this case to support the water, which may
weigh at least a half pound. The pressurc of the air trapped in the glass is less
than the pressure of the atmospherc outside acting on the cardboard. Thus, the

atmosphere can support a column of water in a glass.

Most of us rarely appreciate the many wayé in which air pressure works
for us, For example, even the simple act of sucking soda through a straw would
be impossible if it were not for the fact that air has weight. When drawing the
air from a straw, we create a partial vacuum, or a pressure reduction, inside
the straw. The full weight of air pressing on the fluid in the glass or bottle
(see Figure 1.3) exerts a pressure greater than that inside the straw. Then, as
a result of the pressure difference betwecn tiie inside and outside of the straw,
the fluid is forced toward the lower pressure region in the straw and then into
the moutn., As in the case of the water pump described below, the pressure of
the air on the water surface is transmitted through the fluid, which must move

toward the region of lowest pressure.

The Barometer

The device used to measure atmospheric pressure, the barometer, is based

on the concepts we have just illustrated.

O
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Figure 1.3 Drawing on @ sraw.

Figure 1.4 Lift pump

s
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In the 17th century, Europeans recognized a problem with the water-1lift O

pumps in their wells. People were puzzled to learn that if they dug a well 1n

which the surface of the water was greater than 34 ft below the lift pump, the

pump would not bring up the water. An Italian natural philosopher, Evangelista
Torricelli, concerned himself with this phenomenon; he concluded that air had

weight and that the pressure of the surrounding air had forced the water up into

the pipe of the pump. He had experimented with columns of mercury (a liquid

element about 14 times as heavy as water) and had shown that the weight of the
atmosphere supports a column of mercury 30 in. high, or a column of water

34 ft high, and no higher.

A lift pump, illustrated in Figure 1.4, contains an enclosed piston which is
moved up and down in a cylinder by a pump handle, Upward motion of the piston
causes small valves in the piston and at the bottom of the cylinder to open. A
partial vacuum in the water pipe is created in the initial upward action, because
the total volume in the cylinder has been increased without additional air inflow.

As a result, the pressure inside the cylinder is less than the atmospheric pressure

on the well water, causing water to be forced upward into the cylinder to fill the

void. Water in the cylinder cannot flow back down because the lower valve O
closes on the downward motion of the piston. Thus the water in the well, acted

upon by the full pressure of the atmosphere, is forced upward by the pressure
differences between the top and the bottom of the cylinder., Since the normal

pressure of the atmosphere is sufficient to support only a 34 ft column of water,

a single 1ift pump could not draw water from a well deeper than 34 ft,

A result of Torricelli's investigation of the problem of pumping water was
the invention, in 1642, of the barometer. The barometer is the instrument used
to mecasurc the weight of the atmosphere--that is, the pressure exerted by the
atmosphere. In fact, the word barometer is derived from the Greek root baros,

meaning weight or pressure; hence a "'weight meter, "

The Torricelli barometer, illustrated in Figure 1.5, consists simply of a
narrow glass tube, about 36 in, long, enclosed at one end. The tube, filled with
mercury, is inverted and placed in a dish of mercury. The level of mercury in

the wbe falls until the air pressure on the surface of the mercury in the dish
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supports the column of mercury in the twbe at a level oif about 30 in. It can
support no greater weight of mercury than this, and the space in the tube above
the liquid is a vacuum, The diameter of the tube is immaterial as long as the
exposed surface area of the mercury in the dish is suificiently large--that is, is
greater than the area of the tube. The toial atmospheric force exerted on the
exposed surface area balances the weight of the column of mercury, once the
final weight has been attained. As atmospheric pressure increases, the mercury
in the tube will rise; as pressure decreases, the mercury falls. Thus the height

of mercury in the tube reliects the pressure in the atinosphere and its variations,

Although you could perform this experiment easily at home, the price of the
several pounds of mercury that would be required is prohibitive, It is possible
to construct a barometer using water instead of mercury, but since the atmosphere
supports 34 ft of water, the tube would have to be 34 ft long--a highly inconvenient

means of measuring atmospheric pressure,

Other Europeans experimenting with Torricelli's barometer observed that
pressure changes are related to weather changes. They noted that the weather
was generally fair when the column of liquid rose, but that the column sank when

the weather was stormy.

In 1648 Pascal had a Torricellian barometer carried to the top of Puy de
Dome in southern France. At the top of the mountain the mercury column was

found to be «hout 3 in. shorter than it was at the base of the mountain.

The mercury barometer officially used by the National Weather Service
today is essentially the same as Torricelli's device., The only differences are

a more precise measuring scale and a much more sophisticated mercury reservoir.

Units of Pressure

It should now be clear what the weatherman means when he tells us that
the pressure is 29,58 in. of mercury and rising. The worldwide range of pres-
sure change is only approximately 6 in, of mercury. The lowest reading of
pressure ever observed was 25.9 in. of mercury, recorded in the eye of a typhoon
in the Pacific Ocean. The highest pressure ever recorded, just over 32 in. of

mercury, was observed in the cold, wintertime interior of Siberia.

10
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In sc.entific work, pressure is rareiy measured using a scale graduated
in inches of mercury. Using metric units of length, the chemist and the physicist
generally measure the height of the mercury column in centimeters or milli-
meters of mercury, Sea-level pressure is roughly 760 mm of mercury (where
25.4 mm = 1 in,), Since these units of pressure measurement are direct measures
of the height of the mercury column, they are dependent upon volume changes in
the mercury in the tubc due to changes in temperature. Thus temperature cor-
rections must be made to achieve an accurate pressure reading, A measurement
of atmospheric pressure that employs the concept of force and is independent of

the properties of any substaice was developed by meteorocicgisis and is almost

universally used, It is the millibar scale for the measure of pressure., A miili-

bar* (mb) represents a ceriain unit force applied to a unit area, Normal sea-
level pressure is about 1013 mb.
33.86 mb (see Table 1.2).

Therefore, 1 in. of mercury is equivalent to

Table 1.2
SCALES OF PRESSURE MEASUREMENT

Ways of Indicating Pressure
y g

¥ D
i

s . b
1. Measure of a column of Liquid 2, Direct measure

Mercury (Hg)

1 standard
atmosphere of
pressure = 29
in.of Hg (Eng-
lish units)

or

760 mm (760
torrd) of Hg
(metric units)

Water (H,0)
1 standard
atmosphere of
nressure = 34
ft of H,0

i standard atmosphere of
pressure = 15 1b per sq in.
(Engiish uaits)

or

1013 mb (metric units)

A torr is named for Torricelli, the inventor of the mercury barometer.

Direct measure is a theoretical concept; it is derived by converting the
height of mercury to millibars at a certain temperature.

i1
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The worldwide range ol pressure in metric units is about 260 mb. The highest
pressure ever rcported in the United States was 1063,3 n.b (31.4 in.of mercury),

recorded at Helena, Montana, on January 9, 1962,

Barometer readings at any given station must be corrected to insure that all
stations read essentially the same property of the air. Only in this way can
pressures at different weather stations be meaningiully compared. The two main
corrections are (1) the room temperature correction and (2) the sea-level cor-

rection, Corrcction for room temperacure (which gives us station pressure*) is

necessary because the temperature of the room in which the mercury barometer

is located affects the level of the mercury, In a warm rcom the mercury expands
slightly and indicates a higher pressure than would be shown by a barometer in

a cold room, where the mercury tends to comtract., Correction for sea level

(sea-level pressure*) is necessary because elevation affects the barometer read-

ing, as is iliustrated in Figure 1.6. A barometer at a mountain station such as
Denver, Colorado, would always show a lower reading than a barometer at
Lincoln, Nebraska, because the difference in elevation of these two cities is
nearly 4000 ft. The mountain station reading is lower because at higher elevations
the number of molecules in the air is liess than at sea level, where the weight

o1 a deeper column of the atmosphere must be supported. The difference can be
comparcd to that between the weighit of sea water when mcecasured on a scale
immersed just beneath the ocean surface and when the reading is made near the
bottom of the ocean. Obviously, therc is much more water over the scale near

the bottomn than just beneath the surface.

To avoid always finding low pressure over the mountains and high pressure
over stations near sea ievel, meteorologists correct their barometers assuming
that the atmospheric column extends down to sea level, The weight of this
imaginary mass of air is added to the observed station pressure to arrive at the
corrected sea—leyel pressure, This adjustment to correct for station elevation
assures that, for the most part, the pressure variations we observe indicate

weather changes and not merely elevation differences,

The Aneroid Barometer. Another type of barometer found frequently in

homes and offices is the aneroid barometer, illustrated in Figure 1.7, This

device contains a partially evacuated, corrugated metal can that expands or

12
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contracts in response to atmospheric pressure changes. The principle involved
here is the same as that discussed in the cardboard box example earlier.
Atmospheric pressures greaier than tihosce ins.de the container cause the can to
"collapse" slightly, A lever and pen-arm attached to the can record the "breath-
ing" of the can in response to the changing weight of the atmosphere. The aneroid
barometer can be converted into an altimeter by substituting a dial with values of
altitude in place of pressure. The altimeter indicates the altitude of an aircraft
by actually measuring the barometric pressure at that altitude. Because the
atmospheric pressure changes over time and space, the pilot must always set

liis altimeter-barometer to the pressure reading at the local airport.

The Gas lLaw

Late in the 18th century, chemists in both England and France discovered
simple relationships between the volume of a gas and the pressure it exerted
(Boyle's Law) and between the volume of a gas and its temperature (Charles’
Law). (If you wish to review these laws, consult a high school chemistry text.)
Later these two concepts were combined., Thus, in still air, only two factors--
the density*( p) and the temperature* (T) of dry air--determine the pressure

exerted by the atmosphere,

The density is a measure of the weight and number of molecules present
in a given volume. Mathematically, density is equal to the mass (M) per unit

of volume (V):
n = M/V.

Units of density are expressed as grams per cubic centimeter or pounds per
cubic foot. The temperature is, in reality, a measure of the speed of the
molecules. The pressure (P) is then proportional to the mathematical product of
the density and the temperature, or how heavy the molecules: are, how many
therc are, and how fast they are moving, This relationship is referred to as

the Gas Law, The Gas Law can be expressed in symbolic form as
P = deT

(Pressure = density x gas constant x temperature),

2 n, the Greek letter rho, 1s commonly used as a symbol for density.

14
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where Ry is the proporuonality coustany, conimoniy called the gas consiant, for

dry air. The gas constant also accomnmodates differences in the units of pressure,

density, and temperature,

From the Gas Law we see that the pressure will increase if the density in-
creases at constant temperature, An increase in density can be accomplished by
increasing eitiier the number or mass of the individual molecules in a given
volume, or by decreasing the volume througn compiession wiile maintaining the
same mass. Likewisc, a net increase in molecular speed (which is indicated by
a temperature increase) will increase the pressure at constant density. This
relationship is complicated, however, by the fact that temperature changes affect
the density if the volume is ailowed to vary. Normally, if we heat air, taat is,
increase its temperature, we decrease its density at the same time., Heating
causes a given parcel of air to expand, and thus the molecules move fartiaer
apart, thereby reducirg the density through an increase in the volume, A par-
tially infiated balloon secrves as an example of fiie temperature-volume relation-
ship under constant atmospheric pressure. Allowing the air in the balloon to
warm causes the balloon to expand in voiume., Conversely, the balloon wiil con-
tract if it is placed in a refrigerator. So warming the air does not necessarily
increase the pressure. In fact, under normal circumstances, the density de-
crease resulting from heating will dominate, and the pressure of the heated air
will actually be lower than the pressure of the air before it was heated, Simi-
larly, cooling the air usually increases tie density to such an extent that there

is an increase in the air pressure,

Consider a parcel of air of constant mass. If this parcel is carried up-
ward from the surface of the ground, it will experience lower atmospheric pres-
sures for the reasons explained earlier, From the Gas Law and other physical
considerations involving heat, we see that the temperature of the parcel will be
cooled, provided no other heat is either supplied or removed. (External heating
or.cooling can be accomplished by heating by the sun, radiative cooling from the
earth's surface, or evaporation-condensation of water. All these processes will
be described later.) As we will see later in this chapter, significant meteoro-

logical events occur when a rising parcel of air cools or a sinking parcel warms.

15
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Generally speaking, warm air is less densc than cold air and exeris less
pressure, Cold air is so dense that the pressure usually increcases as the air is
cooled. Thus, one of the first difficulties in finding a direct relation between
pressure and temperature becomes apparent. Even more serious complicacions
arise when air in motion is considered. The eifect of wind on the piling up and
thinning out of the air is very significant. These effects aiso produce pressure
increases and decreases and are of such importance that an entire section wiil

be devoted to the problem in a later lesson,

C. WATER VAPOR IN THE ATMOSPHERE

Understanding the presence of water molecules in the air is basic to under-
standing the physical processes involved in the formation of clouds. Water is
unique; it is the only substance that occurs naturally in our atmosphere in all

three phases: solid, liquid, and vapor. Water in solid form appears as ice or

snow, hail, or sleet. The liquid form appears as rain .
’ n Lhae g P Cloud dropler: A

or cloud droplets*; the vapor, or gaseous, phase is in- small sphericai par-
ticle of liquid water
with a diameter

visible. (One should not confuse vapor with steam,

which is visible due to the large numbers of water drop- ranging fro. 0.0003
. . . . to 0.0024 ia.
lets it contains.) Cocndensation®is the term used for the ' i

phase change {rom gas (vapor) to liquid that occurs as a result of a large number

of water molecules being brought close enough together to form droplets.

When water molecules change from the vapor to-the liquid phase, that is,
when condensation occurs, a certdin amount of heat encrgy is released as a
result of the slowing down and aggregation of the individual molecules. DBecause
in the liquid phase water molecules are more tightly packed or bound together,
the liquid phase is said to be a lower energy state of the substance than the vapor
phase., This is more easily understood when it is recalled that heat must be
added to a liquid substance in order to reiease the molecules from their close
proximity to one ancther, The addition o1 heat separates the molecules and
results in the vapor phase, Generaily, the evaporation*process, where a lLiquid
changes to a vapor, is just the reverse of the condensation process., Ia the case

of liquid water, 540 cal (calories) of heat are required to vaporize a gram of

" water. Conversely, when water vapor condenses, 340 cal per gram of heat are

released to the air.

16
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Schematicaily,

Condensation: Vapor Phase — Liquid Phase + Released Energy of Condensation

(high encrgy state) {(i.e., latent heat release)
Evaporation: Liquid Phase + Added Energy of Evaporation - Vapor rnase
{low energy state) . (high energy

stute)

From this brief description of the condensation-evaporation processes, it
becomas readily apparent that we must have some measure of tiie gasecus water
in the atmosphere, Water vapor is not one of the atimosphere's most abundant
substances. Indeed, there may be places and occasions when there is virtuai.y
no water vapor in the air at all, This requires the defining of a special ternii-
nology, which describes the quantity of atmospheric moisture. In general, the
term humidity* represents some measure of the water-vapor content of air. Ia
everyday experiences, we normally think of "humid" conditions as those in wiich
the morsbiure content of the air is quite high, IHHowever, these are only qualitative
evaluations and are unsuitable for scientfic investigations. We will now intvoduce
several quantitative terms used in meteorology to describe the amount of water
vapor in the atmosphere. This.can be approached either from direct measure-
ments of the amount of observed vapor or by determinirg the point at which

condensation is able to take place.

Vapor Pressure*

Recall that in a gas mixture, each constituent acts independently of the
other. One way of measuring humidity in the atmosphere is to obtain a measure
of the pressure exerted by the water vapor present in the air parcel. We will

define vapor pressure (e) as the pressure exerted by the actual number of water

molecules in ‘the air. The vapor pressure has a range of values from 0 to 50 mb
under normal conditions. Since, as we have seen, the average atmospheric
pressure is in the neignborhood of 10060 mb, the contribution from water molecules

is only about 59, at most.

Saturation Vapor Pressure*

There is a limit to the number of water vapor molecules that can exist in

the air in the gaseous phase. When this limit is reached, the air is said to be

17
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saturated; the addiiion of dny mMoLe mMoieCUICS WoULG Tesa.. in condensation. This

limit, referred to as the saturatwon vunor pressure (), 1s a measure of the
H 3 M S b

pressure exeried by the maximum number of water molecules the air can hold
before condensation takes place.

The saturation vapor pressure depends primarily on the temperature of the
air. Cold air cannot hold as many water molecules in the vapor phase as can
warm air, In warm air, the molecular motion is so great that it is very dif-
dicult for sulficient numbers of molecuies to conie together at a single point to
produce a droplet, Table 1.3 gives the saturation vapor pressure for diiferent
air temperatures. Note that at 353°F the air can cccomruodate only 7 mb of
wacer molecules before condensation occurs. At temperatures of 85°F, the
upper limit is 40 mb. The difference in the nolding capacity of the air shows

why great quantities of moisture can be transported only by warm masses of air.

Table 1.3

SATURATION VAPOR PRESSURES AT VARIOUS TEMPERATURES

Temperature (°F) e (in millibars)
50 12
53 15
60 18
65 20
70 25
73 o
80 35
85 40
90 48

Relative Humidity*®

Relative humidity, a measure of how close the air is to saturation, is
simply the ratio of the vapor pressure to the saturation vapor pressure., Rel-

ative humidity is not a measure of the actual amount of moisture in the air.

Rather, to determine the relative humidity, the actual amount of moisture is

18
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divided by the maximum amount possible. Expressed symbolicaily, the relative
humidity (Rid) is delined as ‘
£

S
S

RH = X 100%

vapir pressure
saturation vapor preéssure

{Relative humidity = 160%).

If the room temperature is 75°F, we find from Table 1.3 that the saturation
vapor pressure (the maximum possible) is 30 mb., Suppose it is found that the
pressure exerted by the actual number of water molecules (vapor pressure) in the

room is only 15 mb. Obviously, the air in the room is not saturated and con-

densation will not occur, In this case, the pressure‘exerted by the maximum
9

possible amount of water molecules--30 mb--is twice as large as the number of

water molecules actually present~--15 mb., Using the equation given above,

pei
ut

RH = 22 X 160% = 0.5 X 10% = 50%, .-

we find that the relative humidity is 50%. (See Weather, page 12.)

Dewpoint*

Note from Table 1.3 that if the temperature ¢f the room in our example
were lowered to 55°F, the air, at that temperature, would become saturated and
the relative humidity would be 100Y,. Ia this instance, the temperature of 55°F
would be called the dewpoint for that parcel of cir because it is the temperature

to which the air must be cooled in order for it to bccome just saturated (RH =

100%). Mcteorologists use the dewpoint to determine the actual amount of water
in wthe air, The relative humidity is used to determine how close air is to
saturation. When saturation occurs, conditions are ripe for condensation and the

formation of clouds or fog.

Certain conditions can alter the relative humidity of an air parcel, In-
creasing the relative humidity toward 100%, or saturation, can be achieved in
only two ways: (1) by cooling the air (reducing the saturation vapor pressure)
or (2) by adding water vapor molecules to the air (increasing the vapor pressure),
vonversely, the relative humidity can be decreased only by taking water mole-

cules out of the air or by warming the air., The latter fact explains why the air
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in our homes becomes so dry in winter. As the cold exterior air is warmed by
the heating plant, the saturation vapor pressure is increased but the vapor pres-
sure remains the same, since water molecules are neilher added to nor stb-

tracted from the air. This increase of saturation vapor pressure decreases the

relative humidity in proportion to the amount the air is heated,
/

The value of the relative humidity aiso tends to undergo a diurnal* change.

Normally, outside air temperatures rise during the day Piurnal: Used to
UTrnds S5¢ L

until a maximum temperature is reached in midafternoon, describe a peri-
odic pihienomenon
that occurs daily,
water vapor to the air, the relative humidity tends to de- or over a 24-

hour time period.

But since this warming may occur without the addition of

creasc up to the time the maximum is reached, On the

other hand, as the temperature falls to a minimum during the evening and night-
time hours, the relative humidity tends to rise., Thus the relative humidity
changes throughout the day, even though water vapor is neither added to nor ex-

tracted from the air,

To clarify the use of the term relative humidity in meteorology, an experi-

ment utilizing a fog bottle will be described. The fog bottle is a simple device
which demonstrates how air can be cooled and the moisture in the atmosphere
condensed to produce droplets that form clouds and perhaps ultimately other forms

of precipitation, :

D. TIIIE CONDENSATION PROCESS

Cloud droplets are produced by condensation.of water molecules after satu-
ration of the air occurs. Saturation occurs either (1) when air is cooled to its
dewpoint or (2) when enough water vapor molecules are added so that the satu-
ration vapor pressure is reached, The first of these processes, cooling to dew-
point, can be illustrated by the formation of drops on the ouiside oi a glass of
ice water. Air near the cold glass is cooled to its dewpoint, and the water
vapor molecules on and near the glass condense. The second process, addition
of water vapor to the air, occurs, for example, every time one takes a shower,
The spray from the shower is a very eifective source of water molecules, and

the bathroom becomes so full of these molecules in the vapor phase that the

20
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relative humidity may be raised to 100%. Droplets then begin to form and a
_local fog is produced in the room. This process is actually '‘one example of

N

artificial cloud production.

In theory, condensation should take place when the relative humidity reaches
100%. This may occur over a large flat surface of liquid water, but in the free
atmosphere, humidities well in excess of 100% are required for condensation to’

occur. Under such conditions, the air is said to be supersaturated.”* Meteorol-

ogists have recently learned that it is extremely difficult for cloud dropléts to

form in air which is devoid of almost all dust particles or aerosols,* Only with
relative humidities in the neighborhood of 150 to 2009 will droplets actually form
in this clean air, which is normally replicated only in the laboratory., Only when
small particles of dirt and dust are present in the air will condensations occur at
relative hurnidities close to 100%. Presumably the particles serve as surfaces on
which the water molecules can conglomerate and thus form droplets more’ réadily.

These particles of dirt and dust are called condensation nuclei.* Good condensation

nuclei are generally hygroscopic, that is, water seeking. Examples of such
nuclei include -salt particles or particles containing mixtures of soluble or slightly
soluble compounds. Since -relative humidities greater tham 101% are rarely
observed in the real.atmosphere, it appears that there are always enough con-
densation nuclei present in the air. Particles found in the. atmosphere include
dust, aerosols, salt nuclei, and products:of combustion from natural and man-
made sources.

The Fog Bottle

¢

The cloud formation process, including such' ‘necessary conditions as - slight
- supérsaturation and the presence of condensation nuclei, can be demonstrated
using a fog bottle, illustrated in Figure 1.8. This device can be constructed
easily and at minimum cost. |

The articles needed to set up a fog bottle and to demonstrate the various

aspects of cloud and fog formation are these:

¢ 4a bhottle, for example a gallon jug, which has been painted flat black
vver one halfl of its surface to give a better view of drops formed

within the bottle (see Figure 1.8).
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a light bulb or other source for illumiuating the bottle from under-

[ ¢]

neath, to facilitate inspection of the fog. The tiny drops formed in
suspension in air within the bottle will scatter the light and thus be-

come more visible,

¢ a rubber stopper, with a small hole for a glass tube, to be inserted -

in the neck of the bottle,

o a small glass tube with a short length of rubber hose attachied. The

tube is to be inserted into the stopper.
® a small amount of water,
© matches.

To prepare the fog botile for use, add about 1 in,of water to the bottle,
insert the stopper with glass tube and rubber hose attached, and position the
bottle over tne light source. If you are unable to cafry out the demonstration,
J1x the description of the apparatus firmly in mind so that you can picture the

processes described below,

(1) Cooling to Saturation. In order for drops to be formed in the air over

the water in the fog bottle--that is, for fog to form--slight supersaturation of

the air is necessary. As you recall, supersaturation can be achieved only by

bringing the relative humidity to just over 100%. This can be achieved by

(1) cooling air to its dewpoint or (2) adding more water vapor molecules to the
dir.  In the f{irst process we wiil describe, the air in the {og bottle becomes

saturated by being cooled to dewpoint,

initially, as the «ir and water in the fog bottle are slightly heated by the
bulb used to underlight, molecules continually escape {rom the water surface
threcugh the process of evaporation. Thus, the air above the water surface is
acquiring a larger vapor pressure. Normally, this increase of relative humidity
from the addition of more water molecules is not sufficient in itself to produce

saturation of the air, and thus no fog forms in the jar if nothing more is done,

In order to cool the air in the fog bottle to induce condensation, air should
be drawn out of the botlle through the rubber hose, which should then be clamped

shut.  Removing soime air permits the remaining air to expand, thus reducing its

22
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temperature, This procedure simulates tiie way in which air in nature is cooled
by lifting to higher levels of the atmosphere where the reduced pressure permits
expansion. The cooling effect of expansion can be observed whenever air is let
out of a tire. Air inside of an inflated tire has been compressed. When the air
is released, that is, when expansion occurs, the molecules of air must work
agamnst neighboring molecules in order to expand and enlarge the vclume. This
work iz done at the expense of the maolecuies' energy of motion, and as a re-
sult they slow down. As we have seen, this slowing of the air molecules corre-

sponds to a decrease of the air temperature,

Bv s:mply drawing on the rubber hose, most people can reduce the pressure
in a fog bottle by about 100 mb, When tuc air is expanded by drawing on the
tube, lifting of the air to an clevation of 2500 to 3000 ft is simulated. This is
usually sufficient to cool the air in the jar to its dewpoinr, and saturation re-
suits, [Each time the expansion is repeated, that is, each time air is drawn
from the bottle, the fog will appear slightly thicker because residual drops re-

main su

971

pended in the air from the previous expansions.

(2) Cloud Evaporation, To simulate cloud evaporation, it is necessary

merely to cownpress tae air in the bottle by releasing the rubber hose and allow-
ing air to rush back into the bottle, This compression warms the air enough to
reduce the relative humidity to such a degree that the drops evaporate as a re-
sult of the heat addition, The comipression heats the air, and the heat energy
uius supplied separates the molecules so that the watexr returns to the vapor

phasc and droplets can no longer be seen,

(3) Condensation Nuciei, To demonstrate the effect of adding condensation

nuclei, you can add the combustion products from a burning match to the air in
the bottle, Simply draw soime air ocut of the bottle and pinch off the rubber hose.
Then hold a lignted match near the hose so that the fiame is drawn into the end
of the hose when you relear it, This will permit carbon particles and other
foul substances from the combustion process to enter the bottle, Be sure to let
thc smoke from the match lissipate before the flame is drawn into the hose,
Fxpansion of the air in the boitle (by drawing some air out through the hosc)

under dhiese circumstuances wiil invariably produce a very thick fog indeed. ‘The
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dramatic effect is achieved because drops form more readily on the additional

condensarion sites provided by the various nucleis

As we have seen, the fog bottle demonstrates the principal factors involved
in the formation of clouds and fog: coo.ing of the air in the bottle to saturation
by expansion, and the effect of condensation nuclei. The reverse process of

evaporation can be also simulated by compressing the air in the bottle.

E. COOLING AIR BY LIFTING

An essential process in the natural formation of clouds is the lifting of air
which causes cooling and, subsequently, condensation of any moisture. A re-
duction of pressure occurs when the parcel of air is lifted upward to higher levels
of the atmosphere. As a consequence, expansion of the volume takes place,
accompanied by cooling of the air parcei. (This process was simulated in the
fog bottle experiment.) In the next section we will consider the rate oi cooling

which accompanies the lifting of the air parcel.

Natural cloud formation results from one of the following lifting mechanisms:
1. differential heating of the earth's surface;
2, orog’rﬁaphic liftipg; or

3. vertical air motion produced by wind circulation in low-pressure weather

systems,

Differential Heating of the Surface

Differential heating of the earth's surface occurs as a result of the differing

hecat capacities of various substances. During the day, Specific Heat: The

land warms up more rapidly than water, for example, amount of heat en-
ergy needed to
raise the temper-
heat energy is required to raise its temperature one ature of a unit mass
over one degree on
a reference temper-
In addition, water evaporates from lake and ocean sur- ature scale,

Because water has a very large specific heat*, more

degree than it takes to heat the land the same amount,

faces, tending to cool the air over the water. In the case of large bodies of
water, the addition of large amounts of water vapor into the air, accompanied by

cooler temperatures, has a significant influence upon cloud formation. Finally,
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bocuuse 1ts suriace is always in motion, water overturns ang mixes, whici means
iqar for the temperature of water to increwoc, it must be heated to greater deptas

than land.

Plowed areas warm up more rapidly during the day than o neligabor.. §
forested regions. Dark or .uack surfaces absorb more solar radiation, arxd thus
are heated more, than do n..ve reflective light-colored surfaces. Black asp'r it
wiarking lots, and citles'in {,caeral;, are much ,wafmef\ at midday than the surrpunci-
ing couniryside. 'As a'resu.t of these differences in the rate of heating, the air
over various types of suriaces has different temperatures. When warm air lies
next to cooler air, buoyant forces are set up that cause the warm air to risc,
These rising air parcels of warm air are called thermzls*, Glider pilots look
for "hot »jots” on the suriuce, which produce( thermals and ‘aliow their gliders
w guin wiswude and susgain Jlight.  Air contained in these thermals can be iifted
to the couwensation level and produce the L.:aracterisfic fair-weather cumulus
ciouds wo 3¢€ Ou sunny . ies OONS, : o

Orograp..l. Lifting*

- . S oar

The term orographic lifting .refers, to'the for ced ascent of air when air

moving horizontally comes against the.side-.of, a mountain or similar obstacle.,
When this occurs, some air is.forced. upward along the sxde of the mountam,

and as a result clouds may form on-the windward side. The heavy rains and

ior on the windward slopes of the Pacific Northwest and the Hawaiian Islands

arc aotable examples of the orographic lifting of moist oceanic air.
5 : ' o ' i
L - Vertical Alr Motion in Lw;w—Pressure 'Systems

-~ B
.

.

“In the next chapter, we will discuss in detail the circujations assoc;at
with atiospheric pressure systems., The wind circulation into a low-pressure
S_“/:;L'em causes an ascent of the air. 'Thus, the uplift of air in a low-pressﬁre
system produces expansion and condensation. . As a result, we can explain the

oftcn-observed fact that low-pressure systems are associated with cloudiness
~ad rain,
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4

Ua the other haad, nign-pressure syslems ace characterized by s.iiang
air, which results in compressional warming of iue air with subsequent evaporation

of the cloud droplets, resulting in clear skies., (See Weather, pages 13-15.)

F. RATES OF CCOLING BY LIFTING
In order to understand the process of ciocud lormation, we aced t¢ Know
how the temperature of an air parcel cananges as a result of lifting of the parcel.
We will begin with a discussion of rising parcels of dry air and will tnen describe

the effect of saturation and condensation on a rising moist air parcel.

Drv Adial.otic Lojzsc Rate”

The rate at which dry air cools as it is lifted is known as the dry adiabatic

lapse rate. The word adiabatic refers to the fact that the temperature change of
the rising air parcel is produced only as a result of expansion and is not affected
by any external processes, such as condensation of moisture, radiation, or heat
transfer by conduction or diffusion. We know that dry air cools at the rate of
5.5°F for every 1000 ft it is lifted. Conversely, as air parcels sink and are
compressed, they also warm at the rate of 5.5°F per 1000 it. (See Weather,
page 39, for an illusi..tion of adiabatic temperature changes.} Siice by definition

lapse refers to the rate at which temperature falls off, or decreases, with height,

the dry adiabatic lapse rate is a positive number. That is, the 5.5°F per 1000

ft rate means the temperature of a parcel will cool on lifting or warm on sinking,
ng 5

Note that the dry adiabatic lupse rate does not permit us to use the temper-
ature at ground level to calculate the temperature &t various levels in the atmo-
sphere, even when the air is motionless, We cannot say, for example, that be-
cause the surface temperature is 71°F, the temperature at 2000 ft must be 60°F
The air at levels above the surface can be almost any temperature, depending on
weather conditions. There is no static relationship between the surface temper-
ature and the temperature at higher levels. The adiabatic lapse rate applies
only to the change in the temperature of a given air parcel as it is lifted or
sinks., Nothing can be said about the vertical temperature structure of the bulk

of the atmosphere through which this parcel passes.
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Effect of Condensation

If at some level in the atmosphere a rising air parcel has cooled: sufficiently
to become saturated with water molecules, condensation takes place. At this
point, the parcel will no'longer cool at the dry adiabatic lapse rate. Rather,, it
will cool at some smaller rate, because of the warming of the air parcel that.
accompanies release of the latent heat of condensation. Recall that the energy
rcleased in condensation of 1 g of water vapor is 540 cal. This addition of heat.
reduces the rate at which a parcel of.air cools as it is lifted. The amount of
reductions in the rate- of cooling depends, of course, on the amount of water vapor
condensed. On the average, the reduction amounts to about 3°F per 1000 ft.

‘Thus we say- that the saturated rate of cooling is in the neighborhood. of about

L)

3°F per 1000 ft.- (See Weather, page 41, for an example of how condensation.

complicates the adiabatic cooling process. We will return to the example of air

flowing over a mountain range in a later lessom.) -

G. RADIATIONAL COOLING AND CLOUDS .

Most clouds result from some kind of forced lifting .and subsequent cooling
of air parcels. But certain types of cooling occur in perfectly still air to. form
ground fogs and dew .or frqst." The mechanism responsible for the cooling in

these cases is the radiational'cooling of the earth's suriace that occurs to some

extent every night, when the earth gives off,. or radiates to space, the heat
(energy) acquired during the day. o

During the day the sun heats the earth's surface by radiation in the form
of visible light, Visible light does not warm the air directly; rather, the air
1s warmed by its contact with the earth's surface. While rI'LOSt of ‘the sun’s
energy, or radiation, that reaches the earth is in the form .of visibie light, other
wavelengths of radiation from the sun are absorbed in the earth's étmosphere.
(See Wcather, page 6, and Figure 1.9.) The shorter wavelengths of radiation

emanating from the surface of the sun, called ultraviolet rays, and shorter

X rays are absorbed high in the earth's atmosphere and do not penetrate to the
surface. Ultraviolet (UV) rays rarely penetrate below the first 50 mi of our
atmosphere. Triatomic oxygen, or ozone (0,), at these levels of the atmosphere

is a strong absorber of ultraviolet energy and prevents the ultraviolet rays from
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+ 50 ‘mi altitude are comparable to those found at the the stratosphere, at a
“earth's surface. This level of -warm air is referred

‘to-as the stratopause*, e tures reach a maximum.

Lesson 1

burning us to a crisp. This absorption is also responsibie for the rather warm

temperatures is level., - atures at’
emperatures found at this level, Temperatures at rratopause: The top of

level .about 30 to 50 mi
altitude, where tempera-

, | of 32 to 35°F.

Longer wavelengths of solar radiation, known ' -

as infrared rays, are also absorbed by atmospheric'cdnstituents. . Water vapor.

and carbon dioxide are good absorbers of mfrared energy.

In summary, the sun erm.ts all wavelengths' of radlatlon, but only the visible

lxght 1s respon&ble for heatmg the earth's surface, wmch in turn heats the- lower

‘layers of the atmosphere near the surface.

H

_ Since, the earth cannot contlnually receive solar radiation without becommg
increasingly hot, it must lose some of this acquired heat, The manner in which
the earth.loses heat,.so as to maintain a relativrel}-r constant worldwide tempera-
ture, is by radiation of its own. The amolmt ana type of' such radiation emitted
by any star or planet depends on the effective surface temperature of the celestial

body' Hot objects like the sun radiate at short wavelengths, that is, at visible

and ultrav1olet wavelengths, cooler ob;ects such as the éarth radiate at longer, or

1

infrared, wavelengths. ' Ve N .

Note that the earth receives solar racuatlon only on the 51de facmg the sun
(in other words, during daylight hou1°). Dut the earth itself is rad1at1ng mtrared
rays at all times becausce of itg surface temperature. Durmg the day the 1 ncoming

radiation exceeds the ernitted radiation, but at night the only radiation is outward

Thus, the earth as a whole loses heat at night by what is called radiative cooling:

The Greeﬁhohse Effect

o
1

As we saw’ earlier, infrared rays can be absorbed by water vapor m the
air. On nights. when there is little water vapor, or few water droplets, m the
air,. the dnfrared rac-jlat;on to space from earth is very efficient, and a1r tempera-
tures ncar the earth’s surface are, as a result, dramatically reduced. On the
other hand, on cloudly nights when a good deal of water in the form of vapor or

droplets covers the ,‘earth's surface, relatively little infrared energy can escape.
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Tne moiecaires of water absorn the mirazed enersv IDLTL TNE LOTTALS DLl TEIUL 00l
it back to earth, thereby reducing the rate of cooling of the earth. Reradiation
by the water molecules of the absorbed infrared energy occurs in all directions,
up, down, and sideways, The net effect is to return some of the infrared to the
earth's surface. This returning infrared energy rewarms the earth and results

in a cooling rate lower than would be observed on a periectly clear night.

This process whereby clouds and water vapor absorb and reradiate infrared

radiation to the earth is called the greenhouse effect, because a greenhouse

operates on much the same principle. (See Weather, page 8.) During the day,
visible light passes through the glass of the greenhouse because the glass does
not absorb much of the visible light. The plants and earth inside the greenhouse
are warmed and, like the earth itself, reradiate energy, or heat, in the form of
infrared rays. Like clouds, the glass absorbs most of the infrared radiation
emanating from inside the greenhouse so that only a fraction is radiated out to

space, The net eficct is to keep the greenhouse relatively warm during the night,
P g

H. FOG TYPES

Fog is often counsidered to be simply a special form of cloudiness. But fog
droplets arc usually smaller than cloud droplets and are often formed by processcs
other than liiting of air. A variety of saturation and condensation processcs are
involved in the formation of different types of fogs., The five main fog types are
(1) radiation fog, (2) upslope fog, (5 steam fog, (4) advection fog, and (5)

rain {og.

(1) Radiation Fog

As we have seen, the infrared radiation from the earth is free to escape
to space on dry, cloudless nights, Under these clear sky conditions, air near
the ground undergoes a great deal of cooling during the night\,, The maximum
cooling is restricted to the first several hundred feet of the atmosphere but can
produce extremes of overnight low temperatures. The cooling may be so great
thut patches of air are cooled to saturation. When the dewpoint temperature in
these patches is reached, patchy ground fog resuits. This condition is enhanced

when calim conditions are present. The effect of the winds is to stir the air so
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that warmer air lying above the first few hundred feet is mixed with lower,
cooler air down o the surface, with the result that slightly higher minimum
tempéramres occur at grouand level than woula be expected if the air were per-
fectly stiii.

The precscnce of a snow cover on the ground also enhances the effect of
radiational cooling at night. Because snow is an excellent absorber and radiator
of infrared energy, more infrared radiation occurs during the night over snow-
covered ground than would occur over bare ground, Optimum conditions for
record overnight low temperatures and morning ground fog are clear, caim nights

when & snow cover is present,

(2) Upslope Fog

v

In mountainous regions, slight air movements up the mountain slopes may
cool the air to dewpoint and produce a good deal vof local fogginess, Because of
the frequency of upsiope fog in its mountains, West Virginia has a fog frequency
comparable to that of the coastal cities where the proxiinity to moisture sources

produces the highest incidence of fog,

(3) Steam Fog

Whenever cold, dry air passes over a warmer water suriace, moisture may
be added to the aixr by evaporation. The addition of water vapor in this way in-
creases the relative humidity of the otherwise dry air to the point where saturation
and subsequent condensation may occur. Cold-air outbreaks over the Great Lakes
in the fall can significantly alter the cloudiness of cities' on the lee (or downwind)

side of lakes, Of course, this same effect can be observed over smaller bodies

of water as well, s

(4) Advection Fog

The term advection*refers to the horizontal transport (or conveyance) of
some property of air (warmth or moisture, for example) solely by means of

motion of the air. For exampie, cold advection refers to the horizontal transport

of cold air over relatively warmer ground. Moist advection describes the hori-

zontul transport by the wind of moist air over relatively drier air.
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‘Under coaditions of uollh warm and i6ist «dvocica, me
the air moves are relatively cold as compared to tic air, Waen tus air is
comed by the ground over wiiicih it :s moving, advection fog results., Warm,
moist air often lying over the warm Guif Stream in the western Atlantic Ocean
for a period of ume Irequently comes into contact wita the cOO.LLr air over coid

currents of water in the vicinity of Greenland and Newioundland., The rcsuil is
the famous fog banks oi these areas. Advection fogs, un.ike radiation fogs,

can persist to great heights in strong winds.

When rain begins to fall from a cloud whose bése 1s below 6500 it above
the ground, water vapor is added to the air uncer thie base of tne cicud by
evaporation of the raindrops. he vapor pressure of the air may taeredoy be in-
creased to the point where saturation and condensation occur beneath the precip-

itating cloud, The result is that ciouds form undes tae original cloud in a ragzed

fibrous form. These clouds are oiten referred 1o as scad.

Fog can also form during the early morning hours as a resuit of prior
rainfall., DBecause the ground is extremely wet, it serves as a source of water
vapor to the air above it, which is cooling during the early morning. These

conditions are favorable for early fogs that may persist late into the morning,
y i0g Yy P ng

Dew Formatiion

Dew and frost (frozen dew) commonly form under conditions favorable {or

fogs. The tendency for dew and frost to form on surfaces of plants and grass

and on other surfaces simply reflects the fact that the maximum radiative cool-
ing is occurring from these surfaces (that is, they are giving off, or losing,

large amounts of energy, or heat). The air nearest the surfaces is cooled the

most, and drops form most readily on the surfaces themselves,
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I. CLOUD CLASSIFICATION?’

Clouds ave classified in two ways: (1) by their characteristic appearance
and (2) according to the height of their bases. Let us first consider the cloud

appearances, Widely separated, puffy clouds are called cumulus clouds, Cumulus

ciouds generally form as a result of dillerential surface heating. As we have
seen, local hot spots on the earth's surface generate thermals, or rising plumes
of warm air, which eventually cool and condense, usualiy before they reaca

6500 ft. Cumulius clouds have {lat bases appearing at uniform heights, As these
clouds rise to heights where the wind speed is greater than that at the surface,
they tend to be biewn over on their sides. The portion of the cioud which is
sinking dissipates by evaporation, Seen in time-lapse cloud photography, curaulus
clouds exhibit a rolling motion as a result of being knocked over by the higher
winds aloit (see Figure 1.10). The lifetime of a cumulus cloud is often less

than 15 min, The rising, thermal portion of the cloud is being formed whiie the
sinking, blown-over portion is being dissipated. The maximum height to which

a cumuius cloud can build is frequently lunited by the presence of a warm layer
of air above the earth's surface. The rising plume loses its buoyancy when it
encounters a warm layer, and continued growth is inhibited, Often warm layers
are produced by sinking air, which is quite dry due to evaporation, The dryness
of the warm layers is another factor limiting cloud growth. This occurs over the

central Pacific Ocean, where cumulus clouds can develop to oniy 7600 or 8000 ft.

Straius clouds are stratified, or layered, clouds. They are usually pro-

duced by gentle lifting of air that occurs over relatively large areas. The wide-
spread stratus layers often occur in the vicinity of large low-pressure areas
where wind circulations force air upward. Whereas the drops in fair-weather
cumulus clouds are seldom sufficiently large to fall out as precipitation, stratus
clouds are capable of producing drizzle, light rain, or snow, and on occasion
heavy, continucus precipitation, Stratus clouds from which rain is falling are
sometimes classified as nimbostratus. The prefix nimbo- reifers to the fact

that they produce precipitation, .

i

o enhuance your understanding of clouds, refer to Weather, pages 16-20, and
the pamphlet entitled Clouds (Washington, D.C.: U.S. Government Printing
Office, 1969) as you work through this scction.
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Figure 1,10 Roliing motion of cumulus clouds
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Figure 1,11 Altocumulus lenticularis
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Clouds are further classified, as we Lave stated, according to the height
of their bases above the earth's surface., Obsecrvations to differentiate between
cloud types are generally made by trained cbservers who use either experience
or the instruments described on page 126 of Weather, The beginner can practice
by comparing the cloud he observes with pictures in a cloud atlas, Judging the
height of a cloud can be diifficult; however, there are certain aids, such as land-
marks (TV towers, mountains, or skyscrapers), the gencral altitudes of aircrait,
and the clues given by the clouds themselves, Low clouds--those with bases
below 6500 it from the suriace--are simply either cumulus 'or stratus. If a layer
of puily clouds cccurs, they are calied stratocumulus., Middle clouds, whose
bases are observed to be between 6500 and 20,000 fi, are prefixed with the term
alto-, meaning middle. Thus we find both, altocumulus and altostratus clouds.
Traditionaliy, meteorologists furither classily clouds according to some distinguish-
ing characteristic of the specific cloud type. For ‘example, altostratus clouds

through which the sun can be observed are called altcstratus translucidus, I the

sun is not visible through the cloud deck, the term altostratus opacus is used,

An especially distinctive form of middie cloud is the altocumulus lenticularis

(lens-shaped), which is frequently observed in the lee, or sheltered, side of
mountain ranges (see Figure 1.,11), Air flowing over the mountain develops
wavelike sinking and rising motions downstream from the ridgeline. This station-
ary wave motion produces stationary clouds in the ascending portion of the wave
pattern and clear areas in the descending poriion. The lens shape of the lentic-
ularis cloud results from the constant reforming of the cloud in the ascending

flow and dissipation in the descending biranch, the process described above in

the discussion of cumulus clouds. Winds in excess of 100 knots (kn) can blow
through these clouds, but the stationary wave patiern establiished on the lee of

the ridge insures that the clouds remain in the same relative position despite the

strong winds blowing through them,

High clouds are prefixed with the term cirro-. Cirrocumulus and cirrostratus

clouds have bases above 20,000 ft from the surface and consist of ice crystals that
give them their fibrous, wispy appearance. As the ice crystals fail out of the cloud,
they produce trails and streaks, a phenomenon which has given rise to the popular

name "mares' tails.” The presence of high cirrus clouds, as we will see in Lesson
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3, often presages the o sodach of more general cioudiness and precipitation,

especlally if the clouds ucoe opserved to thicken and lower,

Under certain atmosphlieric conditions, cumulus clouds can grow to heights
in excess of 50,000 ft. These clouds frequently produce lightning, thuader, and
hail, and in some instances tornadoes. In the early stages ci vertical cevelop-

ment, the cloud is referred to as cumulus congesi., to signify the rapid buildiag

up of the cloud, When the cloud reaclies the v
Tropopause: The top of %
the troposphere, or e '
exist, its vertical deveiopment ceases, and the lowest iayer of the atmo- [
sphere where most of the l
|
!
{

tropopause*, where warm, dry layers of air

top begins spreading out in the direction of the
p beg P g ) t vt water vapor conteat and

high-speed winds at these levels., The cloud appreciabie weather phe-
nomiena Gccuxr.

thus takes on an anvii-like appearance and is

classified as cumulonimbus. The cumulonimbus cloud, or thundercioud, is capable

of producing very large amounts of precipitation wnd very strong updrafts anc
downdrafts. At the surface, hail and winds in excess of 50 kn (about 58 mph)
may occur, resulting in serious damage to property and crops. The mechanisms

involved in the generation of thunderstorms wiil be discussed in a later chapter,

SUMMARY
In this chapter we have considered these major concepts:

o Air 1s a mixture of gases.

o Atmospheric pressure, defined as the force per unit arca, represcits
the weight of the entire column of air above the earth's surface. A
mercury barometer indicates the weight of the atmosphere which 1s

balanced against the weight of a column of mercury.
o The Gas Law describes the relationship between the pressure, density,
and temperature of a gas.

¢ Water exists naturally in the atmosphere as either solid, liquid, or
vapor. Phase changes, especially the condensation-evaporation process

arc important in cloud development.
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o Lafting of air parcels upward through the atmosphere reduces the
pressure and cools the atmosphere. Cooling of moist air parcels can

cause condensation and cloud formation.
o Clouds, dew, and fog can also form by radiational cooling.

o Clouds are classified by their base height and charagteristic appear-

ance.

SELF- EXAMINATION®

True-False . Y

i. The ratlo of temperature to dewpoint gives the relative humidity,

2. A parcel of air alwéys expands and cools as it rises from near the

ground to higher levels of the atmosphere. -

3. In order to saturate a parcel of air, it is necessary only to cool the
parcel to its dewpoint,

Ed

4, The dewpoint is an indication of the actual amount of liquid water in

the air.,

S. Relative humidity is a measure of the actual amount of water vapor in
the air.

6. The millibar is a unit of pressure as- measured in the English system

!

of units, . K

7. The Gas Law states that at constant density, cooling of the air will

result in a pressure reduction,

8. The relative humidity can be increased only by adding water vapor to

the air,

9. The relative humidity at ground level must be at least 100% before
rain will fall,

10. Stationary clouds formed on the lee side of mountains are known as

stratocumulus lenticularis,

4 . . . .
For answers to these questions, see the Key to Self-Examinations at the back of
ihe book,
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LECTURE & QUESTIONS
1 ,

List 10 engineering related subject matter areas or subjects which

you believe are the most critically needed in Mexico.

Estabiish a priority from 1 to 10 (with 1 having the highest priority}

for the list asked for above. -

-Estimate the potenfial clientele for each subject.

Answer questions on
advertising?
others offering similar courses?
is there a better way?
suitable textbook?

suitable course writer?
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THE MODERN PHACTICE OF ADULT EDUCATION

about change. They alse cemonsirale, in a personalized way, sincere interest in
what people i the organization think.

METHOD

Interview

Queshionnairg

Tests

Group Problom
Analysis

Job Analysis and
Performance Review

Records and Reports
Study

Eonibit 18
GENERAL MLETHODS

ADVANTAGLS

Reveals feelings, causes, and possi
ble solunons of problems as wail
as facts

Affords maximum oppertunity for
free expression of opinion, giv-
ing of suggeshons

Can ccach many people in short
time

fs relavely inexpenswe

Gives opporturily  of expression
without tear or embarrassrnent

Yields cuta eastly summarnized and

reported

Are useful as diagnoshc tools 1o
idenufy  speafic areas of ae-
ficiencies

Helpful in selecting from among
polential irainees those who can
mos! profitably be trained

Resulls are easy to compare and
report

Same a3 for interview plus

Perants synthess of diffecont view-
[ESTIREY

Promoles  gnnacal  undentanding
and agrecment

Builds support for needed traning

Is i itselt good training

Produces specfic and prease nfor
mation about |obs, performance

Is directly ned to ectual jobs end
10 on-job performance

Breaks job into segmenis manage-
able both for trauing and for
apprasel purposes

Provide exceilent clugs 1o trouble
spols

Provide best objechive ewidence of
resulis of problems

Are usually of concern to and easily
understood by operating officials

e i R e

it NEED DETERMINATION

UMITATIONS

Is bme-consumirg, o can resch rel-
anvely few people

Resulis may be afficult 1o quanhify

Can maxe sub,ect feel be s “on Ins

spot”

Litlie or3 s on for froe express.on of
unanhoaatod responses

May o~ dificu! to construat

Has nmuea eliectiveness in getting
a1 rause, of prooblems end pos-
sinie solutiony

Tests validsted for many specific si-
uatians often not availanle Tests
validated clsewhere may prove
invaid in new silvations

Resuhis give clues, ¢ie rot conclu-
sive Tesls are secord-best evk
dence in relaton 10 job perfor-
mance

Is nme-consuming and inihally ex-
pensive

Suparvisors and execulives may feel
100 busy 1o paricipate, want work
dene for thom

Rosully may be difficult to quaniify

Time-corsuming

Difficult tor people net speaifically
irained in job analyas techmiques

Supervisars offen dishie reviewing
employees'  insdequacies  walh
them personaliy

Revzals train rg naeds of individuals
but not tnese based on needs of
organizalion

Do rot show csuses of problems, or
possible soluhons

May not provide encugh cases (a g,
ghevances) fo ba meaminzful

May not rallect current mitualion, re-
conl changes

DO’S AND DONT'S

Pretest and revise iniorview ques-
tions as needed

Ce sure antervie ver can ond coes
hslen, doosn't judge respanses

L3 rot use 1 1nterpret, seil, or edu-
calg

Pretest ond revisa cueshions and
form &s needac
Ofter and safeguard ononymity
Use only 1f preparca to—
» repart fincings, both favoraole
«nt. nlavoreoie
« do sometring about them.

Know what (23] measures Be sure
it 18 wortn measuring hare Ap-
ply resulls omy 1o factors for
which test s good

Don't use tests to take blame for
diffcull ar unpopular deasicns
which management should meke.

Do no! promise or exped qukk ro-
suils

Slart with problem known to be of
concern 1o group

Idennfy al! problems of signidicant
coNncern 10 group

Let group moke own anslyss, sel
own prorilics

Brush up on job-analysis 1echniguas,
arcange speasl frasming for those
who are to do it

Be su.a analysis 13 of current (co,
and current performance

Review with employee both—

» enalysis of job, and
¢ appraisal of parformanca.

Usa a3 checks and clues, tn combina-
fion with othoi methods.

Cpen-ended, nondirective interviews are more valuable than other kinds for
setting at fecings and atuitudes and at the causes of problems. But they yield
iess uvniform and less read:ly quantifiable dara than do controiled interviews.
Results of the latter are easier to process but may not be as valid, for taeir very
structure tends to restrict and to influence the responses given.

Naturally, the more siilled the interviewer, both m asking and interpreting
responses, the more valuable the data he will obtain. So try out your questions
in advance and revise them if necessary to get them clearly understood; aliow
your subjects ample opportunity to talk unhurriedly; concentrate on listening to
what they are really saying; do not make “value judgments” on their responses;
and do not usc the interview to mterpiet, scll, or cducate. In case you feel
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dubious about your mterviewing skill: any information you get will be better
than none, you will learn a iot in the process, and yow interviewces will have
3.7

an opportunity to contribute to solution of mutual problems.
You may get more accurate and more useful information if you ask your sab-
4

Exhibit 17
SOME NEED INDICATORSY,

STUDY .

Organization Plans Work and Work-fiow
= projected changes in mission, struc- ° production boitlenecks.

ture, personnel, or procedures. = fluctuations in producrion.
Employee Records * reporis on public or customer satisfac-
« high turnover. tion with product or service.
* absenteeism. ° backlogs and where located.
+ sick leave rates. o records of high cost, waste, excessive
+ accadent severity and frequency ratios. errors.
* tardiness. Supervisory Selection Policy
* grievances. » qushfication requirements
* men1 ralings. e experience and 1raining background
» composition of supervisory force. of present supervisors.
Official inspections Reports Management Audits
+ by own organization. = by controlling department or bureau.
+ classification surveys. e special surveys.

OBSERVE

NMcrale Factors Communication Failures
* cersonal friction. ° written and oral insiructions misunder-
* ouckpassing. stood.
* zomplaints. o failure of information to flow up,
* rarention 1o work. down and across.
* 'cadership not heid by appoinied -° inability to express, orally or in writ-

‘eader (the supervisor). ing.

* suvpervisory ineffectiveness in provid- ¢ semantic difficulties.
.ng subordinates with sense of worth, Poor Supervision

belonging, and sccurity. « assignment of work,

* 'ack of supervisory support of sub- ¢ planning and scheduling.
ardinates. e instructing subordinates.

* avthoritarian leadership.  handling grievances.

* 2osence of sense of purpose and ac- ° lack job pride.
omplishment, ° lack job interest.

* e e poor coordination,

- 2. Xnowledge ° inadequate recognition.

" ochnical phases. » failure to motivaie.

* =Zministrative phases. Job Application

' supervisory phases. = putting knowledge and skill to work.

= will to improve, self-development,

. i ‘] 5. Cwvil Service Commission, Training the Supervisor, Personnel Methods Series No. 3
* rington, D.C 1 Government Piinting Office, 1956).
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The evening classes program presently serves approximately 1,000 students,
generally in the metropolitan area of Milwaukee (population about 1,000,000).,
Institutes and short courses serve approxiﬁately 8,000 practicing engineers
throughout the United States., The electronic media programs include an elec-
trowriter network (SEEN), the Educational Telephone Network (ETN), video cas-
sette courses (VCC), and broadcast television (etvn). With the exception of
the electrowriter network, which has been in existence for about five years
and is serving about 400 students per year, most of these systems, as employed
for engineering programs, are new and have not had an opportunity to prove
themselves. The correspondence study program serves approximately 3,000 stu-
dents throughout the United States, and from foreign countries to a lesser

degree (see Table 2.1).

Table 2.1

Extension Engineering Formats and Service

Students served | Percentage of students Course
per year - from Wisconsin content’
o ' SA
Evening classes 1,000 - 100 BE
L
Institutes and ! ' ' SA
short courses 8,500 ’ 40 GE
Electronic medi 7 >4
recrron%c—-me ia 450 98 BE
programming ) / GE
Correspondence
1,100 40 BE
study
!SA = state of the art.
BE = basic engineering.
GE = graduate engineering.







wo

‘Cost $/Studant CEY

i
i
ol

'

institules (1 t0 3 days )

General Opecrations

%, © Short Coursos {1 10 Swocks)

o Elcctroviriter

Evening Classcs ©
Undergroduate Campus Courscs

. O
Corrocpondence Courses

Greduate Campus Courses. -
B +)

:

5 20
%0

Figure 2.5

[ . ¥ N
40 0

Student Soif-study |

Comparison of unit costs

£ T

N

In the comparisons of wunit costs given in Figure 2.5, .the independent

variable chosen as significant was the per cent of student self-study time..
Thus, with O per cent as the case in the usual two—day institute with lecture
format, the cost to the student is highest. Co;respondénce courses lie at the

other end of the scale at nearly 100 per cent and a much lower unit cost.

In summary, Table 2.6 shows the comparison of the various media of con-

-tinuing education from the standpoint of University cost, format, clientele

served, level and scope of material presented, and methods used.
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Table 2.6
Comparison of continuing Engineering education formats, 1973
University
Average cost:
annual dollar/
number of student
Forreat Methods used Clientele served students Level and scope CEU
N i !
Correspondence | Self-study witn ‘tucents remote ! 1,100 | Mostly undergraduate, $14.50
study i study guides as CCom campus ! UYsually general in-
j some audiovisuai ! terest topics. Seldom
laids ' f cnough demand to jus-
! tify advanced special-
i { : ized toplcs
] 4 !
i 1 1
Institutes and ! Lectures and { ?racticing engi- i 10,500 Very applied., General-; $83,00
short courses 7 workshops 'neers and technical ly state-of=the-art (wnstitute)
) i andgement $75.00
§ (short
i course)
H 3
Electronic media Jlectrowriter :Very broad range 450 ‘Applicable to wide $30.00
programming network, educa- ! range frem college
‘onal TV, TV : courses to single-
.w55ettes, etc, ! topic state~of-the-art
H ' {
Evening classes "Lectures and labs Working students, | 1,009 Often similar to col- $21.00
isometimes without | ilege courses. Usually
\company financial twmore appiied. Some state
{BuppOTE I-of-thc-art programs
‘ i
University Lectures and 1abs ‘lesident students, | 2,600 Generally aimed at $17.00
campus courses ,ort-time students ‘engineeringiresident campus (uwnder-
iunployed locally i 'students graduate)
i ? $23.00
I [ (zraduate)
i

Format and Class Size,

Since the efficient class size for each format is

different, the number of students to be served may determine the most appro-

priate format.

crease in number of students,

similar.*

Correspondence courses have an ever-decreasing cost with in-

*New Educational Media in Action, Part I (Unesco:

Educational Plaaning, 1967), p. 202.

Radio and television, in some cases, are very

International Institute for
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Figure 7.3  Age of accepted P.D.D. candidates

Several have more than the 1200 hours (120.0 CEUs), but have not completed the
independent study project. Others have made little or no progress in several
years, but are considered active candidates within the seven=-year limitation

of the program. The majority are progressing at‘varying rates,. They are in-

cluded as accepted candidates in Table 7.1.

Similarly, the dropout rate is indeterminate. Some candidates (6 of 143)
have informed the University of their intention to drop from the program;
others (about 25) are inactive but have not been officially dropped. It is
the faculty advisor's responsibility to contact inactive candidates to de-
termine whether they intend to continue in the program. The dropout rate is
assumed to be-higher than for traditional degree prograﬁs because of the re-
sponsibility it puts on candidates to progress without the motivating pressures

of on-campus study.

Problem Areas

In addition to the administrative problem of dropping inactive candidates,
the faculty advisors have also experienced a counseling problem. They have had
little or no training in working with older professionals. With major work-

- loads in other areas, they have experienced problems in communicating with and -







INTRODUCTION

Meteorology 100, Weather and Climate, is an introductory course in meteo-

rology. It is the equivalent of a one-semester classroom course. Satisfactory
completion of the requirements of the course will enable you to earn two hours of

credit,

The following pages will tell you how to proceed in this course. Read them
before you actually start studying, and refer to them as necessary as you work

through the course.

MATERIALS FOR THE COURSE

The following materials have been supplied to you:

Textbook: Meteorology: Weather and Climate, by Frank S. Sechrist and Edward

J. Hopkins. Madison, Wisconsin: University of Wisconsin--Extension, 1974.

Study Guide Supplement: The booklet you are now reading, which contains written

materials and information on doing the work of the course,

Pamphlet: Clouds, produced by the Environmental Sciences Services Administra-

tion, Washington, D.C.: U.S. Government Printing Office, 1969.

You will also need this book:
Weather: A Guide to Phenomena and Forecasts, a Golden Science Guide. New
York: Western Publishing Company, Inc., Golden Press, 1965,

You may purchase this book from University of Wisconsin--Extension Book-
store, When ordering, please send a check or money order payable to University

of Wisconsin--Extension.

The Textbook, Meteorology: Weather and Climate has been designed for

self-study. It is divided into ten convenient units, or lessons, each of which

includes a set of learning objectives, a summary, and other features found in
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materials designed for individual, independent learning. Early units also contain

self-examinations, for which an answer key is provided.

The Study Guide Supplement. The booklet you are now reading, the Study

Guide Supplement, adds assigned written work to your self-study and puts you in
contact with an instructor by mail. It contains written assignments corresponding
to the ten lessons in the textbook; answer sheets for these written assignments
are (o be sent in to University of Wisconsin--Extension for grading. The Sup-
plement also contains a Midcourse Exercise, to be completed and sent in for
grading when you have completed Lesson 5, and forms for reguesting the final

examination and a transcript of credits earned in the course.

HOwW TO DO THE WORK OF THE COURSE

Written Assignments, Work through the course material lesson by lesson,

beginning with Lesson 1. Your learning may be enhanced if you proceed as

follows:

1. Study the material in the textbook for each lesson, referring to the Clouds Q
pamphlet and the Golden Science Guide, Weather, where indicated, If
possible, utilize additional related materials in areas of interest to you.
The Bibliography at the back of the textbook contains many references that may

be available at your local library.

2, In carly lessons, after careful study of the lesson material and when you
feel that you understand it, take the self-examination. Then check your
answers in the Key to Self-Examination and restudy the lesson material as
needed before proceeding to the written assignment, In later lessons, pro-
ceed directly to the written assignment when you have thoroughly studied

the material of the lesson.

3. Work through the written assignment, jotting your answers on scratch paper
or beside the questions. Check your answers to be certain you are

satisfied.

4. Transfer your answers to the special answer sheets in the back of this
Supplement. Take care to use the correct sheet or sheets for each assign- O

ment. Complete the answer sheet by filling in your name, your mailing
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- work of the course while you await his reply. e

v

Introduction

AN

s address, and other mformauon requested ‘ Put your name and the 1esson

o 3N
s

cta e terd

,number on any add1t1ona1 sheets of paper, you use, Assemble the sheets

~

Poe ' J Lo ' A

m the correct order and fold 1n ha]_f as d1rected

Insert your work in.one: of .the special. envelopes provided and -seal .it, - F111

.in_the information requested. Mail the env_elope.

o . o3 - 4
LA P v >

Proceed to the next.lesson in your .next-study period. Do-not wait for .the-
lesson -you.have mailed to be returned-to you. : 4 e

Transmit ‘dny questions you have about colirse subject matter to your in--:'
‘structor. ' Just ‘include them with the work you mail in. He will be happy~

'to answer them or' lead you to an answer. : You should proceed with the”

'\

- If you prefer to talk with your instructor, feel free to requést his *
phone number ‘and ask Him' to suggest times when he c¢an be ‘reached b'y"iff‘“*
phone. - If your ‘instructor lives nearby, you may even wishto arrange a'-

face-to=face meeting ‘with him. - - ‘" ’ EEPEEE

¢ . .
‘Note: ' A teacher'is 'always interested -in individual students’and. their

progress. Your instructor would welcome a letter-or note,  included with -
a written assfgnment telling about yoursel{, your particular situation, your
reasons for enrolling in the course, what you think of the course, and any
special needs you have--for example havmg to meet a’ tight ‘deadline for

* . . ; \
AR B ~ PN

AN 4. ter T AR AN

compietion of the course,

Carefully review each marked written assignment when it 1s returned to
you. Whenever your work indicates the need for further study, do it before

proc'eedmg to the next lesson. ™ 'If you ‘receive .an assignment that has no

- grade-or a ‘grade below: 70, it ‘will usually-be marked "Correct and ré-"!"

submit," or "C & R"" Aftet ‘résnidying- the lesson material, you-should ¢+
redo the incorrect portions on separate sheets, making no changes on thé: '
- original, incorrect work, -You.should send in both the intact original work
-and-the corrected work to your instructor. The new grade you earn will.,

completely replace the old grade.
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Midcourse Exercise, After mailing in the written assignment for Lesson 5,

and before proceeding to Lesson 6, review what you have learned to this point.
Then complete the Midcourse Exercise that follows the written assignment for
Lesson 5 and mail it in for grading as you would a written assignment. When

you have completed the exercise, proceed with Lesson 6.

Final Examination. The final examination is taken under local supervision.

When you have completed the written assignment for Lesson 10, submit the
Request for Final Examination form that you will find at the back of this Supple-
ment. Then start reviewing to prepare for the examination, which will be a
closed-book exam (you may not refer to any books, notes, or other materials)

over the entire course. You will be allowed two hours to complete the exam.

Course Completion and Transcript. In order to complete the course with a

passing grade, you must earn satisfactory grades on all of the written assign-
ments, the Midcourse Exercise, and the final examination. A grade card with
your final grade will be mailed to you. If you require an official transcript, use
the special request form at the back of this Supplement.

Correspondence., All correspondence pertaining to the course should be

sent to the following address:

Independent Study

University of Wisconsin--Extension
432 North Lake Street

Madison, Wisconsin 53706

HOW TO LEARN

Learning is an ordinary, common, everyday thing. Everybody does it
almost all the time, It's impossible to stop learning. There's nothing strange
about it even though, quite honestly, nobody really understands how or why it

happens.
Each person learns as an individual, a student in a class as well as one

engaged in self-study. And most of the learning that everyone does takes place

outside of schools or educational institutions.

O
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Introduction

‘To study simply means to. direct your learning toward some particular goal.

are some general guidelines for studying.- -

Set up a study time-schedule for yourself to suit your situation, Don't make

it too demanding or too rigid, but don't be too lenient with yourself, either.

Choose a time and place that is éonvenient and reasonably quiet, Certainly,
make a choice that will leave you as free from outside distractions as
possible--perhaps late at night at home, or early in the morning at a
library. - | \

Orga.nizé all your study materials and have them at hand before you begin.
Always include a scratch pad and pencil.

Begin your study of each lesson by a quick reading of the entire lesson,
Don't worry about detail or about getting everything to make sense this

first timé. Then read the lesson over more thoroughly, keeping the lesson
objectives in mind, studying and learning more detail, thinking things'
through. Get all the information you can from charts, maps, tables, and
figures, Mark things up--things you find interesting, or important, or
difficult. Use the scratch pad to keep track of questions that come to mind,
or to outline what you're learning, or to make your own notes., After this
second reading, you'll probably want to go back over all or part of the

Jesson, maybe several times, Stop occasionally to refresh your mind on
the objectives of the lesson,

In the early lessons, do the self-examination when you feel you know the
material in the lesson. Try to do it without looking back over the lesson.
Then check your answers in the key. Grade yourself, If your score is
less than perfect, you'll want to restudy all or part of the lesson.

When you are ready, carefully and thoughtfully complete the written assign-
ment, Keep your written work neat and legible. It's a courtesy to your

instructor and your work will be more useful to you in reviewing the course,

Before you start each new lesson, you'll probably want to give earlier .
lessons a quick review. Note that many of the words and terms introduced

in the course have precise meanings. An important part of your study con-

_sists of increasing your vocabulary with these new words.
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Relate what you're learning to anything you can. Seek out other books or
articles on weather and climate. Watch TV weathermen in your area. And
get outside in the weather. Observe cloud formations, wind direction, dew,
fog--whatever is happening. And there's always something happening with

the weather.

Do things. Want to try cloud watching? Make yourself a list of
various cloud types. Check off each type as you observe it. Or wind

watching? Make a list of wind directions for various positions of lows or

~ highs in your area. As you experience each condition, verify it and check

it off your list. Or measure the rainfall where you live and compare it with
the official reporting station rainfall., Or. . . Well, you get the idea.
Every time you go outside, you get into the weather. Get your mind into it

too by observing it and relating it to what you are learning in this course.



Lesson 1 :-;.' .-

THE-FORMATION OF CLOUDS

P KL

WRITTEN ASSIGNMENT

Send in your answers to University. of Wisconsin--Extension.for grading,
using the answer sheets at the back of this Supplement., '

A, Multiple Choice Y

Choose the one best answer for each ‘of ‘the “following.

ey b ik
LR,

1. The water vapor content of moist air by volume rarely exceeds

~

f [ LI ST # . b
ao 50%0 o i, Ly N '
b, 15%. ' . h . . I N
- A ‘ ‘
, C ;Af.:?:’ " R . v '
d. 0%.

2 - Sree o 4y g, T .
L. )

2,7 A middle cloud that ab;iéafs as a thin, ‘c‘:hv'dxk;'th}p&;%rsh_ee_t covering the sky
is the ' | ’ ’
a, cirrostratus.
b. nimbostratus.
c. altostratus,
d. stratocumulus,

IR

3. The highest sea-level pressure ever j:)ecbrde?d i?r; earth occurred in what type
of area and season? o \
a. Subtropical deserts in summer . -
b. Near hurricanes in the fall
c. Interior of continents in winter

d. Ice-covered oceans in winter
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Lesson 1

Some clouds do not precipitate because
a. no condensation nuclei are available,
b. air in the cloud is not saturated.

¢. drops are too small.

d. drops evaporate before they condense,

When the water-vapor content of an air parcel remains the same, in-
creasing the temperature will

a, increase the relative humidity.

b. decrease the relative humidity,

c. not affect the relative humidity.

d. increase the vapor pressure.

Increasing the temperature of air will not necessarily increase the air
pressure because

a., the density of warm air is less than the density of cool air.

b, warm air rises and cold air sinks.

c. the density of warm air is greater than the density of cool air,

d. the air pressure does not depend on the air temperature.

Dewpoint is the temperature to which air containing water vapor must be
cooled in order that it will

a. not evaporate,

b. . become just saturated.

c. just begin to condense,

d. just begin to freeze.

The relative humidity can be decreased by
a., increasing the temperature.

b. decreasing the temperature,

c. increasing the dewpoint,

d. none of the above,

Which of the following would not be a representative measure of normal
sea-level pressure?
a, 1013 mb

(Answers continue on the next' page.)



b. 15 lbs per sq in. - ) i
c. 30in. of Hg 0 T oman )
_d. 15 ft of Hy0 e
10. Which of the following cloud observations would-be erroneous?:
a. Altocumulus at 10;000 ft . o
b, Cirrostratus at 19,000 ft_ o ,
c. Cumulonimbus base at 1000 fe h
d. Stratocumulus at 5000 ft L o
11. The principal constituents of dr.y air near the earth's surface are found
in the following proportions: {
a. Nitrogen 71%, oxygen 28%; argon’<’ 1% ~-
b. Oxygen 78%, nitrogen 21%, argon 0. 03% I
c. Nitrogen 78%, oxygen 21%, argoii <’1% Mw \ J
d. None of the above - ) '! | K )
12, )‘The worldw1de range of sea- level press»ure is about .y, i s
a. 2000 mb, . e e (o mr SoFT
ik b".’ ZOOn;b .- Tl e e S . * ) (
c. 20 mb. R Y

P

A &

Les son 1

3
1

13, According to the Gas Law, heating of an air parcel- will; reduce the.parcel's

14.

pressure only if

v Dy
. .

a. the density remains constant. o ;
b. the density increases. L

c. the density dééi‘éases.: o ' N
d. the Gas Law is not obeyed, S

An air parcel becomes saturated when

a.

it can hold no more liquid water.

PRl

Tood st

b. the air temperature is above the dewpoint temperature.
c. the relative humidity is equal to 100%. A

d. condensation nuclei are present.
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15. Vapor pressure is a measure of
a. the actual amount of liquid water in the air.
b. the relative humidity.
c. the dewpoint,

d. the temperature.

16. Air is supersaturated only when
a, the relative humidity exceeds 100%.
b. the relative humidity is less than 100%.
c. the temperature equals the dewpoint,
“d. rain is falling.

17. Air generally cools as it rises because
a. air expands when lifted.
b. air compresses when lifted,
c, compressed air is cooler than expanding air.
d. air temperature is always cooler at levels above the ground than

at the ground.

18. Which of the following cloud types would most likely be responsible for
producing heavy rain?
a, Cumulus
b. Cumulonimbus
c. Altocumulus

d. Cirrocumulus

19. A rapidly growing cumulus cloud is referred to as
a, cumulus congestus, ‘
b. stratocumulus.
c. nimbostratus.

d. nimbocumulus.

B. Problems

1. Calculate the total weight of the air on a 3 x 5 ft desk top. Assume the

air pressure is at its normal sea-level value.

10



Lesson 1

Using Table 1.3 of the text, calculate the relative humidity, in per cent,.
if the air temperature is 75°F and the dewpoint is 65°F.

| Using Table 1,3, calculate the dewpoint if the temperature is 70°F and the

relative humidity is 75%.

Again using Table 1.3, find the temperature if the relative humidity is 50%
and the dewpoint is 55°F, \

Using the data from Table 1.3, plot a graph of temperature vs. saturation
vapor pressure., Let the range of temperature be from 0° to 100°F and
the range of e; be from 0 to 100 mb, Draw a siraight line through the
plotted points and extend the line over the entire range of the graph.

If you doubled the temperature of an air parcel from 40°F to 80°F, would
you double the maximum amount of water vapor the air could hold before
condensation took place? Show your calculations,

11
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PREFACE !

These guidelines are for those who want to teach and wxite independent
study courses using the correspondence method. The material presented here
1s based on years of practical experience in teaching and writing these courses
and in helping others teach and write them. The emphasis is on the practical

rather than the theoretical aspects of correspondence instruction.

Since you are interested in teaching or Writcing an independent study course,
1t is important for you to know that an instructoxr may or may not have written
the. course he will teach. Likewise, the course writer may or may not teach the
course he will write. - As an educator competent in yoxir field of knowledge, you
are undoubtedly anxious to achieve top-level performance. These guidelines will
supply you with ideas, background, and hints that will help you to proceed with

a measure of confidence and effectiveness.

Many areas of knowledge are cast into the mold of independent study courses,
and variations exist in methods of presenting and teaching materials in dilferent
areas. What is true about the specifics of teaching or writing an accounting
course, for example, is not necessarily true for a course in French or history
or mathematics. Consequently an instructor or course Wwriter, while following
these fairly well-defined guidelines, should feel free to work within, and enjoy,
wide latitude in interpreting. and applying ideas contained in the following pages.

The suggestions should serve as a guide, not as a rigid blueprint.

Part I presents historical and philosophical backgrounds of independent study.

Part I deals with teaching a course. Part III suggests ideas about writing a
' -l

course. Jf you have had little or no experience with%this kind of course, you will
benefit from reading all parts. If you have had some experience either as an

Instructor or a course writer, you may gain helpful new insights.
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Part I

~ INDEPENDENT STUDY S
BACKGROUND AND PHILOSOPHY . ..

B

The following two chapters introduce you to a brief historical baclgg}rpund
and some philosophical bases of independent study. These chapters will help you
to understand 1adependent study and increase your sensitivity to the correspondence

method and your effectiveness as an instructor or course writer,

O




1. HISTORICAL AND BACKGROUND FACTS

Education through the correspondence method is known as correspondence
education, correspondence study, correspondence instruction, home study, and
mndependent study. There are probably other labels. In these guidelines, how-
ever, "independent study' 1s used because the National University Extension
Association (NUEA), the recognized professional association in this area of

education, uses this term.

A college or university that offers independent study courses is likely to
have some kind of organmization, however loosely arranged, known as a program,
that involves courses, course writers, instructors, editors, course reviewers,
artists, a course production unit (printing or duplicating services), and the

necessary enroiling, recording, and mailing services.

An 1ndependent study course is the medium of communication and instruction
between instructor and student. Its function 1s to guide the student through a field
of study under competent instruction so as to help him master the subject matter
of the course. It 1s, in effect, the link between instructor and student; it should
provide for the independent study student what the classroom provides for the

‘esident student.

Independent study has a long and honorable history. When you involve your-
self 1n independent study either as an instructor or as a course writer you are
well advised to acquaint yourself with seme of its historical and philosophical
aspects. A few facts, presented on the following pages, will contribute to your

effectiveness as an wnstructor and as a course writer.

©
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. As an educational inethod, independent study originated imany years ago,

poss1b1y in the exchange of letters that gave directions or instructions. According

to Verner and Booth,! independent study was in use in Berlin about 1850, Touis-
sant, a Frenchman, and Langenscheidt, a German, worked together to teach

French and German by mail. Their method, involving translations and phgnetlcs,

is still in use today. In 1890, Dr. William Rainey Harper began a pi:ogram of

independent study at The University of Chicago. '"The idea of . . . learning by
exchange of correspondence between student and scholar . . . had its first expres-
sion.at The Umver51ty of W1sconsm in 1891 ne By November 1, 1506 Willham
H. Lighty pubhshed an announcement of 150 courses to be offered by The
University of Wisconsin Extension Division."? Since that time, the Wisconsin
program has grown continuously. Undoubtedly the same growth could be oﬁserved
in many programs throughout the world. . .
Tweﬁty-five years later, in 1916, the National University Extension Associa-
tion (NUEA), con}pesed of the extension di\'risions of various North American
colieges -and universities, ‘_v{/‘as formed .at The University of Wisconsin. Each
biennium the Association publishes a booklet li/sting courses offered through
independent study at member institutions. Presently (in 1968) sixty-four institu-
tions in the United States, and some Canadiag universities, hold membership in

the Association.

Private Schools

Private schools, owned and operated by a person or corporation, have also
been established and have grown and prospered. Internatiohal Correspondence
Schools at Scranton, Pennsylvania, -is one of the best knowﬂ. This institution has
enjoyed a long career providing courses in many fields for many people., Other
well-known private schools are La Salle. Extension University, Americanl School,

1 Coolie Verner and Alan Boofh Adult Education (Washingfon, D. C., The Center
for Applied Research in Education, Inc., 1964), pp. 69-70.

2Roger W. Axford, "W. H. Lighty--Fountain of Ideahsm, in The Brandenburq
Muuorial Essays on Correspondence Instruction, Vol. I, Charles A. Wedemeyer,
. (The University of Wisconsin, Madison, 1963), p. 57. ‘

3101d p. 58.




Industrial Traiming Insutute, and [Famous Artists Schools. These and other private

Is are represented in The Home Study Review, & professional journal spon-
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sored by the National Home Study Councii.

At the beginning of World War II, the United States Armed Forces Institute
(USAFI) mmitiated a program of independent study for educating and training people
in the Armed Services of the United States. This program was developed and
expanded through the joint efforts of USAFI and universities in the United States.
Today 1t provides educational services for the largest independent study school
program 1in tie world. The work of USAFI 1s carried on under several plans:

(1) contractual arrangements are made with selected univers.ties whereby courses
are created at the request of, and according toc the specifications of, USAFIL;

(2) arrangements may be made with specific book publishers for production of a
course; and {3) some courses are produced internally at USAFI. Servicing of
USAFI courses may be undertaken by selected universities or by educational
specialists at USAFI. Hundreds of thousands of persons have benefited from these

courses. Thousands are currently enrolled.

Business and Industry

Observations of the use of independent study in business and industry indicate
more than casual interest in this medium. Several large international firms have
used and are using University of Wisconsin independent study courses 1n their
educational and traimng programs. Undoubtedly courses of other umversities are
b g similarly used. A recent study* of over 700 cooperating fHirms indicates
that 56 per cent have used independent study courses from outside sources in their
tvoining programs and that 94 per cent of those using these courses plan to

coninue their use, while 32 per cent plan to increase their use of them.

Cutlook

In general, this educational medium has established itself firmly in the

educational system and has grown over the years. it "is spreading rapidiy

4 1 ) -~
A vrvate study by Sharp & OGughton, Inc., a subsidiary ol Kenilworth Corporatioan,
Kentlworth, [llinois, 19068.
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throughout the worid while 1t 1s undergoing change and improvement 1n COURLIICES
that have long used this method of learning.”® A study made by Charles A.
Wedemceyer 1n June, 1965, indicated that "In the Netherlands, England, India,
Africa, Germany, Lelgium, Jamaica, Sweden, Norway, Denmark, [finland, Vene-
zucla, Mexico, Trinidad, and the United Srates, there are increases in the
interest and participation of official government agencies in the development,

supervision, regulation, or approval of correspondence courses.'™

There 1s still great potential for expansion. Recent experience at The
University of Wisconsin indicates that many students residing in foreign countries
are carolled in independent study courses at the Umversity. Currenily (1968),
students on all continents ave enrolled., Air mail provides efficient lesson
servaccs,  As more and more studsnts in foreign countries enroil, awareuness or
independent study opportunities increases. Growta is likely to continue not only
in oumbers of students but, through evolutionary changes and innovations, in the
medium itseif. These latter elements depend largely upon the imagination of
instructors and course writers. When you accept an invitation, zn appointment,
or a commission to teach or write a course, you are being challenged to work

in a field of education or to produce a work that can have far-reaching effects.

Flexibility

Independent study provides great flexibility as to time and place. Students
can enroll and courses can be started at any time without reference to the aca-
demic year, and courses can be made available at any place in the world that has
postal service. A student's progress throughout the course is limited only by his
initiative, his ability to assimilate, the time available to him, and the regulatory

limitations of the college or university offering the course.

Courses are available at both high school and college levels. These include

degree credit, noncredit, and vocational courses, Several universities offer

®Charles A. Wedemeyer, "World Trends in Correspondence Education.” An essay
adapted from Wedemeyer's keynote address at the Sevemth Conference of the
international Council on Correspondence Education, June 12, 1965, in Stockholm,
Sweden. Published in Charles A. Wedemeyer, ed., The Brandenburg Memorial
Essays on Correspondence Instruction, Vol. II (The University of Wisconsin,
Madison, 1966), p. 2.

®Ipbid, pp. 3-4.




craduate level courses. Degree credit courses offer college and university
students the opportunity to be flexible in pursuing their objectives. A student

can, for example, pursue a course during the suimnmer without coming to the O
campus to enroll in summer school. Durmng the regular term if his resident

ulsticution does not offer a needed or desired course, he can enroll in an inde-

sendent study course offered at a distant mstitution and merely add it to his residence
schedule of courses. Usually he must procure permission from his resident dean

or registrar. Some noncredit courses are vocational in character, and employed
versons may pursue them without leaving their jobs. High school courses provide

similar flexibility.

The Role of Instructors and Course Writers

Observation and recent history indicate that instructors and course writers
are as deeply dedicated as those in other areas of education. Prospective entrants
into 1ndependent study are urged to familiarize themselves with the history of the
independent study program at the institution that appoints them because the aims,
objectives, and philosophies of that insutution should necessarily be reflccied 1n

the worn they undertake.

You can probably prepare yoursell best for your task of teaching or wxiting Q
by counseling with the director of the independent study program or with the

chairman or coordinator of the department in which vou are appointed.

O
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2. PHILOSOPHY OF INDEPENDENT STUDY

Several well-founded philosophies and variations serve as the basis for
independent study and the development of courses. The one that appears here
has proved itself in over seventy years of evolutionary growth. The evolution is

still in progress.

The Tutorial Relationship

independent study may be regarded as personal tutoring by mail. It can be
offered to anyone who can read and write, at any place in the world that has
mail service. It can encompass highly sophisticated as weli as simple material.
It 18 mot a mechanical process whereby a student places a check mark on a printec
form to indicate his response or reaction to a problem or a question. Nor 1s 1t
a system whereby an instructor merely puts a grade on a lesson and returns it
to the student, There is no machine grading; machine-graded courses undoubtedly
ex1st, but that is not v»at we have 1n mind here. In our view, an independent
study course establishes a close personal teaching and learning relationship be-

tween student and instructor, for the student's benefit.

The tutorial relationship, which implies a tutor and a student, is as close
a ielationslup as 1t is possible to achieve in the teaching and learning process.
In our concept of independent study we try to bring this relationship into reality.
This concept shculd become an essential part of your thinking as an imstructor,
because through the course you are cre.ating the vital communicating link between
yourself and the student. If this link is inadequate or faulty, the job of teaching
through independent study becomes more difficult, and the learning process 1s
impaired. Such impairment can discourage the student to the point where he may
fail to complete the course. If you establish a successful tutorial relationship
through your course, the student will probably be delighted and make highly

gratifying progress.




The student must be considered to have sufficient ambition and 1mtialive to
want to work, with high cipectations, on an independent study course. ric should
be regarded as sufficiencly ambitious to want to complete the coursc successiully.
He might need degree credit for graduation. He might be seeking promo..on on
.18 job, or he might be looking for certain information that will increase .us skill.
He is presumed to have no other convement means of pursuing his objeclve,
namely, of acquiring moreknowledge from a recogmzed authoritative soucrce under

cowpeicnt guidance.

Tae location or place of residence of the student is vital to his planning for
xrove education.  Although he may live in a large city that has one or more

.suwitions of learning nearby, his time may be so consumed by earning & Lving

o

1

t.or he cannot attend any local school 1n person. He may have a traveling job
t.al preciudes meeting a fixed schedule of classroom work. Or he muy iive 1n a
«mall town, a rural area, or a foreign couniry that has no educational [acility
suited to his needs. [He may be inthe Arined Services; he may be on boara a ship. O
Since 1t should be assumed that he has no library or reference works rcadily

available, he should not be directed to use them. It is probably sale to assume

that he has a dicuonary, althougn in some instances he might not. To teach

elfectively, you must visualize the student clearcly so that you expend your teaching

el.ort not for him but rather directly to him.

The student 1s likely to be an adult who has a cultural intcrest in the course
.or 1ts own sake, or he may be a young man busily engaged m a job where ad-
va cement can come only through greater knowledge or skill. iie may be a
forzign rnational who is anxious to broaden his horizon or gain a substantial idea
of sow Americans live. He may be a businessman who needs to round out and
augment his knowledge to become a bLetter manager, or he may be a high school
stugent who needs the course to earn his diploma. He may be working in a shop
or driving a truck. He may be unemployed, a patient in a hospital, a prison

.amate, or even a housebound invalid.

The 1ndependent study student 15 probably self -motivated. He 1s a person
vwinc nas decided, or who has been counseled, that indepencent study will help him C

“cve his problems. The counseling nught have come from a fiiend, a teacher,



or his employer--someone who has indicated the value of such a course. There
may dbe some students who are prodded by someone to "take" a course, but they

are doubtless in the minoxity.

v
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Instructor's and Course Writer's Responsibilities

While the learning prok:ess is primarily the student's own respon’sibility,
the instructor and the course writer are responsible for presenting the material
of the course as effectively as possible. Any properly motivated smdeﬁt will
learn something from even a mediocre courée, but that same s\tudeht will learn

immeasurably more from a well-written and well-taught course.,

There is probably no "best" independent study course. While you, the
instructor or course writer, are preéumed to have technical competence in the
area of knowledge about which you are teaching or writing, the development of the
material of the course is an artistic undertaking, No one can tell you precisely
what you should do. The value of the fruit of your enterprise in teaching or
writing a course depends on your skill in communicating and -your outlook as a

scholar.

You are expected to be reasonable in what you expect of the student and to
be sympathetic to his problems and interests. This does not mean that you can
soften or lessen demands on the student's capacity or ability‘to learn. There are
certain objective minimum demands that must be made and met to satisfy the

dimensions of the course.

Because of the practical availability on a world-wide scale of the course you
teach or are going to write, you must realize that a great variety of tcmpera-
ments and backgrounds will be represented among the students who enroll. You
can safely assume that most students are probably working alone, with no in-
structor or fellow student nearby to whom they can readily direct questions.
Cultural and educational backgrounds may vary widely. Some students will never
have attended a college or university. Some might be high school dropouts.
Ethnic and family traditions also play a part. Since students living in foreign
countries are interested in knowledge that pertains, in some instances, to North
American life and culture exclusively, their needs must be met by exposing them
to this life and culture’as exemplified in the course. It is important, therefore,
to refrain from being apologetic or negative. The positive approach and the

10




coumistic outlook are definitely recommended. Situations must be presented

¢ bjectively and honestly.

Writing down to students, adopting a patronizing attitude, assuming a
venevolent posture, or indulging in sarcasm have no place in an independent study
course. Delicate touches of humor may be permitied if the humor 1s not likely
10 be misunderstood; skill in portraying written humor is difficult, however, and
rather than create ambiguities 1n the swdent’'s mind, the instructor or writer 1s

probably best advised to refrain from its use.

Learming and developing a skill, acquiring knowledge, or investigating a new
intellectual field are primarily and definitely responsibilities of the interested
student immself. An educational institution functions to provide an environment
:or these pursuits. In independent study both the instructus and the couxse writer

rctively seek to produce this environmeint as an extension of the umiversity campus.

You should be a teacher or a person who has had teaching experierce.
~aeally, you should have had experience in teaching through indepencdent study.
I. you have had this experience you will have a good understunding and an intimate
view of the problems encountered by students in this medium; you wiil also have
an 1dea of how best to help students solve their problems, some of which are
seculiar to independent study. If you have not had tlus type of teaching exper:i-

cuce, a careful study of Part II will give you ideas that should prove helpful.

il
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TEACHING THE INDEPENDENT STUDY COURSE

When we discuss teaching the independent study course, we assume that a
well -structured program has been set up and is functioning effectively. High
levels of teaching excellence and efficiency for which residence institutions strive

are assumed to be goals of the independent study program.

The instructor and the study guide are complementary to each other in
independent study.  The study guide leads the way through the course; you, the
immstructor, provide instruction. You also supply animation and motivation, which
are vitally important because their présence can produce an eminently successful
course from the student's viewpoint, Without them, the course can be extrémely
dull. These qualities induce and encourage the student to continue the course,
once he has started, and to complete it.

We properly assume that you are competent in your knowledge area, al-
though you might not necessarily be experienced in this medium of instruction. '
We assume that you will be adequately equipped with necessary tools to teach
and have a good working understanding of the mechanical operation of the programs.
This understanding should be imparted t-o you before you begin to teach by some-
one 1n the program thoroughly familiar with its functioning. A briefing or orienta-
tion session should be your introduction to ybur teaching assignment. Even though
this session is complete and well managed, questions are bound to arise later.
Consequently, you shg).uld feel free to ask questions at any time during your ’

teaching appointment.

13




Tencihung, m tne hroacdest coucept of che term, is an art. Teaching an
independent stady course is a sowmewhin specioaccd form of the art. Since we O
are dealing with an art, there is no 1ntention, 1n wiese guidelines, ol attempting
to tell you how to teach. Neither 1s there any idca of suggesting oxr providing
a cdefinitive theory of teaching. Rather, the following pages contain ideas that
will help you get started in this field., They should also prove useful as you be-

come more deeply involved in independent study.
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3. TEACHING THROUGH INDEPENDENT STUDY

Knowledge of comparisons, contrasts, and facts surrounding the peculiarities
o7 1ndependent study instruction can be extremely helpful to you before you begin
.» teach. Even the experienced classroom instructor, if he has not taught through
a1s method, czn probably gain much insight into independent study by consicdering

.ome ol the differences between this method and classroom instruction.

Jiiferences in Students

~ Funda:nentaily, you must possess a keen realization of the fact that your
students' Jearning situaticns are probably far from ideal. A student on campus
.18 a convel.enlly locarted library and congenial companions who share his
mterests and with whom [ruitful discussion 1s possible. He usually has sufficient
ume m which to pursue his studies. In contrast, an independent study student
crobably has meager library facilities, or none at all. He typically studies alone
with little or no opportunity to discuss his work with others, and he probably
sorrows time for study from some other activity that might appear more alluring
Or even more necessary.

While distractions and interruptions are likely to, be incidental to the campus
swdent, they are of major importance to the independent study student; they are
l.kely to be economuic or military, and he must face them in order to live or
10 comply wiith discipline. Sometimes he lacks ability to plan adequately for him-
sell; frequently he has family or job reéponsibilities that are unusually time con-
suming. He does not have a guiding hand nearby to help him organize for study.
‘ihese facts do not imply that the instructor must make allowance for poor work.
on the contrary, realizing the possibility of this situation, the instructor can
=oproach his job with an attitude of unusual helpfulness which recognizes the

c.lficuluies faced by the student.
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LEC SELIT0 ol o sTlele

Next, yeu must realize taat the WItoeh 1038on wiuchh Comes roan Lne stuaent
lor reading, analysis, and grading is not a test paper. It 15 to be considered a
written communication, much as a personal letier, between the student and vou.
[t 1s not enough for you to supply bittle check marks, which can be meaningless,
or merely to put a grade on the lesson. The written lesson provides the means

{or discussion between you and the student, and it should be treated accordingly.

To 1mplement this i1dea of discussion, you should insert woxrds, plirases, and
sentences at strategic points 1n the lesson so that the student, when reading it,
gets the sense of having participated in a discussion with you. By writing directly
to the student, instead of about him or the lesson, you develop essential close
relationslups. A warm, [riendly attitude 1s likely to result in a warm, friendly
(low of language. The student will probably respond by exhibiting an increasing

interest in the course and thereby increase the course's value to himseli.

Read:ng the Lesson

You must read each lesson critically and with deep understanding. This - O
means that you note each word, punctuation mark, dollar sign, decimal point,
per cent symbol, and any other mark, with unusual care. This is no place for
scanning or rapid reading. Since the student devoted cons:derabie time and efiort
to composing and writing the lesson or solving the problem, you are obligated to
read each word and mark carefully enough to get the full significance of what the

student intended to convey.

More than one reading of the written assignment might be necessary for you
ro do 1t justice. The student's mode of expression will not necessarily be what
vou are accustomed to; and the student should not be penalized merely because
he sounds "different.” This does not mean that you should accept poor work or
carelessly written material. Although :you may not be teaching an English course,
you should indicate necessary structural corrections. The student must realize
that there 1s a minimal level of expression, 1n any course, that must be main-
tained in order for him to be understood. While penmanship cannot be corrected
beyond a polite request to write more legibly, misspelling and incorrect expres-

sion should be corrected.
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All suggestions, constructive criticism, or otier clarifying commenis,
woras, Oor marks mwust be written legibly. 'They usually appear in the margn,
between the lines, or on the reverse side of the lesson sheet. An "Over, please”
should be supphied for the student's convenience. In some cases you might wish
to supply additional sheets for your comments. You should feel free to do so.

At no time should you write over the student's composition.

i you are prolicient in typing, you are encouraged to supply typed com-
menis. lenty of space 1s available for these on the reverse side of the student's
sheets. Students no doubt will appreciate typed comments from you as much as

you apprec:iate typed lessons from students,

No student should ever be required to guess about or wonder what you have
written or what you mean, Comments must be clear in thought and expression

as well as legible.

It 1s imperative for you to realize that all lessons require comments. The
less-than-excellent lesson will naturally receive comments, but the excellent
lesson, vating ithe highest grade, should also contain them. The excelient lesson
indicates that the student's concept of the material 1s in fairly close accord with
your 1deas, but while a grade of "A" indicates excellence to the student, it gives
mum notlung moxre than confirmation of the fact that he has performed excellently.

Miore than confirmation is necessary.

Since you are presuinably more knowledgeable about the subject matter of
the lesson than the student 1s, the excellent paper necessarily is not likely to
couiarn alf the background of knowledge that you posscss.  Comments should there-
iore be added to the excellent paper to widen the student's knowledge and under-

standing. This 1s true teaching, and 1t supplies enrichment for the excellent

. Student.

The below-average lesson requires particularly careful attention. You should
attempt to discern why the lesson 1s poorly done. Failure to follow instructions
set forth in the study guide, lack of study, lack of care in attempting to under-
stand what the questions are actually about, lack of ability to communicate,

carelessness, lack of interest are all reasons for a poor lesson. There are

17



probably others. You should attempt to indicate or imply, in carefully chosen
language, a possible reason and suggest a remedy. At no time should accusa-

tions be made,

VYour attitude should be one of friendly helpfulness. You project this atti-
tude through suggesting a mode of attack on the lesson material rather than by
writing out a inodel solution for the student. In some instances a model soluticn
mighat be valid, but it should not be the solution to the precise problem under

consideration.

The student should never be subjected to ridicule for performing at a less-
than-average level. In extreme cases where the student is quite obviously beyond
his depth, you might diplomatically recommend a change in courses. (Under
regulations at Wisconsin, dropping one course and enroiling in another involves

minimal financial loss to the student.)

Comments must be positive and encouraging. Since there are no tones of

voice or facial expressions to temper and build the instructor-student relationship,

ne

comments must be chosen wisely. General terms such as '"fine," "excellent, "

1

"good, " while acceptable in some places in the lesson, should be used sparingly

in favor of specific comments. An exception to this, perhaps, 1s the first lesson,

where a general note of commendation or encouragement seems advisable. You

1y

might write, for example, "You've made a good start because . . ." and then go
on to give a reason for your comment. Other than this, comments should pertain
directly to the material at hand. If you feel you are writing directly to the
student, your remarks will create an image of yourself that will help the student

7
accept and understand you, and even admire you,

Comments should be sincere and unambiguous. Sarcasm, facetious remarks,
and reactions of severity should always be avoided. Since humor 1s ordinarily
difficult to express, it should not be attempted because of the possibility of muis-
understanding. If the student supplies liumor you might react reasonably to
indicate close rapport, but it would be well to tone your reply to one close to
the lesson. Adhering closely to the subject matter indicates to the student that
the material is important and there 1s little time for anything other than the

lesson.
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As you vead the written assignment, you might wisli to ask a quesi:on that
has nof O&ed asked ik tae arsigniment.  4skiag a quesiion 15 a sound teaching
dovice. A well-framed question can be better than a statement, but at no time

should your questions be designed to increase the student's difficulty.

You might ask, for example, "Why?" or "What 1s your basis for this
answer?” The question can be designed to make the student realize that a reason
should hiave been supplied to complete lus answer. Then, instead of leaving him
in doubt about the answer, you can supply an answer, imply 6ne, Oor suggest where
an answer can be found by more study. In most cases, 1mplying the answer or
having a student dig a little deeper for it is probably better procedure than

answering the qguestion directly.

You should be ready to answer the student's (uestions, not as a substitute
for lus own work but in answer to sincere inquiries. You must realize that you
are probably the only person to whom the student can appeal for help 1n clearing
up a real diificulty. The definition or usage of a technical word for which the
dictionary definition is not sufficient might well fall in this category. You wiil
not only explain the word but you will point cut its uses in the pertinent situation

Or coniext,

Evaluating the Lesson

Eacih written assignment must be evaluated and graded. Since your profes-
sional judgment enters 1ntimeately into the evaluating and grading process, ex-
perience .ndicates that review of your grading methods when you enter independent
study tecching may be profitable to you. There is no intention here of interfering
with your [reedom to grade; rather, these ideas are intended to help you ser your

own guidelines.

Since students have been cond:itioned, throughout the entire education process,
to expect grades on their work, you should realize that each grade 1s important
to each student. Each grade i1s regarded as a measure of his accomplishment,
and 1t is no wonder that ne waits for the return of his written assignment with an

attitude of expectancy. He might even entertain amnxieties about it.

bove ail, the evaluation should be accurate and the grade a fair reflection

of that evaluauon. it should be your conscientious appraisal of the student's
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wor.,  S.nce each independent stuly program has its own systemr of grading, /ou
rmast oo well informed about it. Jnlormation about the sys.em sibould be impair.cd

1

and diucussed ‘at your initial brieang session.

U.pending on the discipline involved and the pecuitariues of the course, a
written assignment may be of such a nature that an appraisz! can be made of 1t
5 catirety. Most assignments, however, contain a number of parts composcd

{ Gaesaons, problems, cases, or induced expressions of ideas. Assume, [or

C

sz, that an assignment contains {ive parts. Each par:, if graded on the
basts ol 100 points, could be worth 20 points unless each cuestion carries some

ther specified value. It should present no special problem f{or the insiructor

O

—t

o caecude whether one of these parts 1s correct or incorreci., This 1s his funct.on.
If ihe part is 1ncorrect, tho assignment would be discounted 20 pownts. It 1s not
suiicient, however, mereiy to indicate -20. A reason for e discount should .e
indicaced with a comment giving a clue to the means available to the student fos

learnioy the correct answer,

Tacre are cases wnere only a [racuion of one of the parts 18 1ncoruect,
The question then arises, should the eniire part be discounted or should ornly that
measusuble fraction be discounted? It would seem, in fairness, that the measu:-
¢ part should be discounted. So if one half of that part, for example, 1s 1n-
correct, tne discount slhiould be only 10 points. Experience iidicates that the
mdependent study student, propably because he does not have face-to-face com-
municat.on with his instructor, reads his returned assignment very careluily and

1S most conscious oi what the instrucior discoulds.

Since each incependent study program has its own sysiem of grading, the
irvade put on the assignment--a number, a leder, or some ochermark--wiil oe
one sclected {rom the system. You wili be supplied with imformation regurding

118 by your program director.

Occasionally a student will subinit an assignment which 1s not complete., He
might have omitted some parts deliberately or through error. He might, for
example, have solved two of three problems or answered seven of ten qucsaons.
Ycu mught be tempted to return the lesscn marked "Incomplete' without further

comment. To do so, perhaps, 1S a wasie of time.

You could grade the work as 1t appears, but in the case of two problems

subnutted out of three, 1if both those completed were perfect, the grade could be

O



less than the passing grade. Thus the student might be penalized for an over-

sight not connccted with course content.

It 18 probably preferable to read and evaluate, with comments, the portion
that was submitted, indicating that some part 1s missing and asking the student
to resubmit the whole, completed assignment for further comment and grading.
The stuaent will thus benefit from contact with you and not lose the time during

which his assigament was in your possession. The grade will still be "Incomplete’

untii he resubmits the assignment.

The Instructcr's Special Role

You heve a special job that requires the utmost discernment in evaluating
the swdent's total acluevement. You must recognize the student's mechanical and ‘
intellectual difficulties, and you must help him cope with them. You must realize
that you can build a discussion atmosphere by choice of words and that you must
build it 10 help the student. You are probably the only person who can motvate

the student to progress as a student.

With a proper understanding of the elements discussed above and with a
1esolution to utilize them in contacts with students, you can be reasonably certain

that you are doing a good job of teaching.
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4, MECHANICAL ASPECTS OF INSTRUCTION

Any human enterprise needs certa.n tools, devices, processes, or methods
for successful operation. Indepeundent study needs only a few, but their presence

1s 1mperative if this method of educaticon is to succeed.

Tools

You should be adequately supplied with instruction materials. You should
have a textbook, a textbook publisher's instructor's manual if one is available,
the course study guide, a solutions manual prepared by the course writer, any
necessaxy reference works that might aid you in teaching, any audiovisual mate-

rials necessary for the course, a dictionary, and colored pens or pernciis. ®

You are well advised as time goes on to icrease your supply of wols by
making marginal notes in the study guide and the textbook comncerning your ex-
periences with your students or the course. Encounters with students are two-
way communication processes, and the prudent instructor will broaden his
knowledge of the course by observing and recording students' reactions ihat might
be valuable to him. These observations and notes have a twoiold purpose. They
broaden your background and enhance your abiity to teach future students, and

they can be useful in the revision of tihe course.

Your need for these tools 1s self-evident. The suggestion of a dictionary
might seem to imply that you are expected to correct misspelling and improper
usage. An instructor might be unwilling to spend time making such corrections,
if he 1s not teaching a course 1n English or a field such as commumcations ox

journalism. This attitude 1s probably justifiable, but regardless of the nature of

*It 1s imperative that you write your comments and corrections in a color con-
trasting with the student's written work. Oxrdinary lead pencil should not be
used, as there is danger of smudging.
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e ccurse. the fact of the misspellied word should be indicated to the stuceni witn

cozoadmae .won that he consult fus dictionary.

sLace 0o textbook can be expected to contain all of the possible ramifications
of an area of knowledge, your reference works should include other textbooxks in
the field, You may consult these when a student submits ideas or raises questions
concerning vpoints not covered in the course textbook. Textbooks in related fields

can frequently be helpful.

Written Assicmments

Assignments {rom the student will come to you through the system set up
1 the programi: They may come directly to you through the mail, or you may
c.ck them up at the sndependent study office. Regardless of the method, 1t 1s
nighly 1mportant to realize that they will probably come on a daily or an almost
daily Lasis. Ouce an independent study program is launched and students are en-

rolled, the {low of assignments becomes as relentless as the tides oi the seas.

Volume of work, measured by the number of individual assignments, is a
matter of negotiztion between instructor and the program director. No imstructor
should be overworked, and he should not take on more work than he can handle
comuortably. Only persomal experience with a particular course can be the real
or uitimate determinant of your work load. You must bear in mind that each

assignmernt represents the effort and expectations of a student who is presumably

[4”

eeply interested in it. You can be no less interested, and you indicate this

mmterest by undivided and sufficient attention to each assignment.

e

Lane

The ume which elapses between the dispatch of the assignment by the student
and its return to him is critical to the student., He has done his work and he is
uncerstandanly anxious about how well lte performed. This fact suggests that you
should not delay performance of your task once you receive the student's assign-
ment. Ordinaridy five to seven days 1s considered a reasonable period for
grading. No student should be kept waiting several weeks to get a response to
s assignment. The fact 1s, however, that this unfortunate experience has been

surered vy some students; the result 1s discouragement and disillusionment. An

[\~
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naependent study program usually has a standerd (ime period, set up on the basis

0. eserience, auctied for grading. Tiws sitandard must be stricily observed. O

You can usually meet the time stancard by arrouoing your schaduie as you
would 1f you were meeting a class at an appointed time, in a certaln place on
campus. Granted that the volume of independent study assignments varies, usually

unaccountably, a definite time should be set up for instructional purposes.

Records

You must maintain appropriate records of students' assignments. The inde-
pendent study program will have a systemn to which you will be introduced. It
should be cbserved meticulously for your own benefit as well as the students’.
Since accidents occur in the mail, and it must be remembered that ndependent
study dopends greatly on the postal system, you are strongly urged to maintain
a duplicate set of records, In some instances compensation for instruction de-
pends on reports based on records. This fact 1s a compelling reason for main-

taining adequate records,

Instrucior's Office Management Q

You should be conscicus of the need for proper office management. You
should provide yourself with adequate office space and equipment. The full-time
instructor has no problems 1in tiis regard because independent study lnstruciion 18
his only responsibility. For the part-time instructor, however, problems some-
times arise. The point involved here concerns the proper management of the

incoming and outgoing assignments: They must not be misplaced or lost. No

apolozy or expression of regret can rcplace a lost assignment.

In Ccnclusion

Independent s/tudy programs function with considerable enthusiasm. Educators
and other personnel in all phases are usually dedicated individuals whosc primary
concern is the education cof others. You can share in this deaication and the
satisfaction it brings by consciously setting goals that will engkble you to grow as

an instructor,

24



O

Part III

WRITING THE INDEPENDENT STUDY COURSE

There is something singularly deceptive about the seeming simplicity of
scoducing any fine piece of work, whether it be a building, a book, a piece of
machinery, a syrmphony, or a painting. The architect, the writer, the producer,
the engineer, or the artist seem to have taken certain fairly simple steps to
produce their work. We know, however, that such is not the case. Each crea-
uon or production is the result of many hours of planning, designing, calculating,

and executing that are not readily apparent. Much slow, painful effort probably
was expended, /

A good independent study course is probably similarly deceptive. A prospec-
tive course writer might ask, "How much work is involved?" or "How much time
does one spend writing a course?” There 1s no unqualified answer. The following

pages give some 1ndication why this is true.
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S. INDEPENDENT STUDY COURSE COMPONENTS

An 1ndependent study course consists, usually, of three elements--a textbook
or iextbooks,* a study guide or syliabus, and an instructor. A textbook serves
ti1e same {unction in independent study as it does in the classroom. In some
instances where no textbook is available or where there is no suitable one, the
study guide becomes the sole tool of the course. Most courses, however, are

hased on textbooks.

The Textwook

You, the course writer, may or may not have a voice in the selection of
the textbocok. Whether you do or not depends on the policy of the academic de- O
partment of the institution for which you are writing the course. If you do not
have a voice, you simply accept the assigned book; if you do, you should seek a
book of recent publication date, which is clearly written and covers the material
adequately from the viewpoint of your objectives. You are well advised in your
consideration of textbooks to confer with one or more faculty members who have

reviewed, or are acquainted with, books under consideration for the course.

Date of publication 1s important. The most recently published textbook has
the advantage of longer life than the older book; once a book is revised or goes

cut of print, the useful life of the study gude depreciates rapidly.

Clarity in a textbook develops the.student's confidence by indicating to him
that 1t 1s quite possible for him to understand what he 1s reading without undue
strain. Clarity also reduces the number of comments or explanations you need to

make 1n the study guide to explain difficult or obscurc passages. Always bear in

*A course writer need not necessarily limit himself to the use of one textbook.
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mund that the student 1s assumed to have no one to consult personally and that he
must reily on his textbook and his contact, by mail, with his instructor. To him,

claxity 1s of the utmost importance,

Sincce the textbook is expected to supply the student with most of the material
of the coursce, oue that contains much illustrative material is highly desirable. A
book that contains chapter swimmaries and problems, questions, or cases at the
ends of chapters has the advantage of providing a broad scope of material for the
inquirving studeut and of supplying you with some ready-made questions and prob-
lems., No course, however, should consist of questions and problems token solely
from the book. You stiould supply some of your own. This is one of your unique
contributions to the course and your opportunity to update the textbook., DBecause
of the tume lag 1 pubnsling, a textbook necessarily cannot be expected to be
precisely current, especially in a rapidly changing or developing field.

1If a textbook is mot used, other materials such as manuals or pamphlets may
be utilized. 7Sue fact of continued availability 1s as important for these materials

as for the texibook. If and when they become unavailable, the study guide becomes

valueless.,

The Study Guide

The study guide is the publication that you prepare. Its function is to guide
the student through the course. It offers broad opportunity for expression of your
ideas and imagination. Its writing allows full freedom to your abilities to pre-
pare a highly useiul book. Details concerned with writing the study guide appear

in Chapicer 6.

If no textbook, manuals, or pamphlets are used, the complete course must
be contamned in the study guide. This places on you the responsibility for writing
much or all of the material. You might be tempted to reprint entire articlies
from other sources in the study guide. " This should be avoided whenever possible.
The best procedure, when you feel it is necessary to draw on a source such as an
article from a periodical, 1s to extract the major points from the article and to
explain them completely in your own words. If you must include direct quotation,
quote only those brief sections that you feel are absolutely essential for the
student to see 1in the original wording. For material quoted at length, you must

seek permission from the publisher, and sometimes froin both publisher and author.

28




Seching and obtauting permission 1s your responsibility. In all cases where

matexial is arawn or quoted at length from another source, permission should be
procured belore tie siudy guide manuscript is submitted for editing so that letters
of permission can accompany the manuscript to the editor. Careful observation

of this pont can save considerable time.

Sonic publishiers expect a {ee for permission to quote from their publications.
If so, you will be notified. However, to avoid unnecessary correspondence between
you and the publisher, when the manuscript is being prepared for nomprofit pur-
poses, as for a college or umversity program, you should indicate this fact in
your letter requesting permission to quote. Except in unusual instances, publishers
may be said to be generous in their policies of permitting quotations without

charge. (See Appendix B for sample letters requesting permission.)

Reprints of articles are sometimes available in quanuty lots at nomincl
prices. If reprints are to be used in the course, it is important that a sufficient
number of copies be procured at the outset to satisfy the needs of the course for
the foreseceable future. Additional copies might not be available later, and if
reprints cannot be procured, the study guide becomes valueless unless it can be

revised to incorporate new material.

You imay wish to use a chart, drawing, graph, map, or table from a
periodical. Such 1llustrative material 1s often helpful to the student. However,
you should keep in mind that reproducing this type of material frequently involves
the services of an artist. A chaxt, graph, or drawing in black and white with
no screens (gray or shaded areas) can be picked up photographically quite simply
from clean, sharp original copy. More complicated art cannot. If you wish to
-2 any material that must be redrawn, you should inform the editorial department
ot this during the planning stage, so that tliey may make suggestions or arrange-
ments for the artwork to be done. You should be aware that use of i1llustrative

material from published sources also requires the permission of the publisher.

Charts, graphs, and line drawings wluch you supply must bc exact, although
they may be proportional in size. Lines and points in mathematical drawings must
be precise. If the statement is made that line AB is perpendicular to line CD at
point X, for example, the drawing representing that fact must be absolutely without
error, otherwise the draftsman who prepares finished artwork will be misled and
become confused. Preprints of a variety of maps are available for use in courses

requiring cthem.
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Supplementary Materials

While the textbook and the study guide are basic in the construction of an
independent study course, additional elements might make the course more 1n-
structive or interesting. These elements include books of supplementary readings,
pamphlaers, booklets, reprints of journal or magazme artucles, tapes, records,
pictures, diagrams, charts, graphs, slides, and any other audiovisual aids that

miaght lend themselves to the building of a strong course. It is imperative that

any clements built into the course be rcadily available to the student either on a loan

or purchase basis and that the student have facilities for using them (such as a

tape recorder for playing tapes). Most important, they must be mailable. It 1s

advisable to consult with postal authorities if there is any doubt as to the mail-
ability of any component of a course. Careful consideration should be given to

the cost to the student when more material than a textbook or two is likely to be
used. For example, $35 or more for textbooks and supplementary materials migat
be considered reasonable for a course in investment banking, whereas that amount

for bocks for a course in business letter writing or algebra might be prohibitive.

Supplementary media may be desirable additions to or integral parts of an
mndependent study course. The Educaticnal Telephone Network (ETN) 1s available
in Wisconsin and probably in other states or areas. Subsidiary Communications
Authority (SCA), which 1s part of the FM radio broadcasting system, also might

be useful in the preparation of a course,

These media are mentioned to 1ndicate the broad range of means available
to you for reaching students. While insufficient space prevents detailed discussion
here of ihese media, they should be considerea with regard to courses in foreign
language, for example, where verbal communication is imiportanct, Inquiry should

be divecred to the appropriate authorities in charge of these media.

The [astructor .

The tiurd element 1n an ndependent study course 1s the instructor. Since
your sole function is to write a couxrse, you have no control over the seiection
and appointment of tae instructor who will teach the course. You can assume only

that the instructor will be a person competent in the field covered by the course.
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It 1s your f{uncuion, however, to supp.y an answer key for the written assign-
ment ques.ions.  The answer key should contain directions to the instructor about
e leve of expected student performance, solutions to problems, and suggested
answesn v Guestions, The nature of the course will determine the nature of the
key. Mcthematics and accounting keys, for example, will contain precise solu-
tions. neys to English and history courses will contain statements of what the
insiructor shiould look for. Comparative values of various questions and problems

should be indicated to aid in grading.

In tue case of USAFI courses, you will submit the manuscript for a solutions
manual to USAFI with the study guide manuscript. For Extension independent study
courses, you will probably be asked to make available a key or manual of solu-
uons nfcrmally within your department. If a self-examinaiion for the student 1s
part of your study guide, you should include a key to self-examinations in the

study guide itself.

\
You will probably gain insight into the independent study instructor's role by
reading Part II of these guidelines. This insight should prove helpful in your

task of wriang.
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6. WRITING THE STUDY CUIDE

The study guide is the publication that the student probably regards as ''tic

course.'" Tt has a descriptive title and includes a contents page, an 1iniroduction

to the course, and the lessons or assignments. It is the "work" that you producec.

Belore beginning to teach a course, the classroom instructor prepares a
plan for his course, He divides the total marterial of the course into convenient
and workable segments so as to cover it completely within the time allotted. The
independent study course writer must perform a similar task. He must divide
the course material into lessons oxr assignments so as to cover it within the con-

{ines of the study guide.

You should draw up a detailed outiine of what you intend to put into your
course. The outline should enable you to visualize the material of the course
accurately n 1its entirety before you begin to write. A reliable rule of thumb is
to put into each lesson about as much matexrial as might be covered in a week of
classes meeting three or four hours. Considerable elasticity is possible here
because of the wide variety of knowledge areas that can be encompassed in the
whole field of independent study courses. Some types of material require more
time and space than other types. In any event, you must weigh both logical and

psychological {actors in planning your course.

Careful planning of the material of the course and segmenting it into lessons
do not imply that changes cannot be magde as the course writing progresses. On
the contrary, changes in planning and writing can be made at almost any stage of
the writing process before editing. Although you should feel free to shift materia
to suit your purpose, such changes cost time which might be conserved through

careful planming,
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The study guide directs the student through the course. Since the path must
he unmistakably well defined, writing the study guide requires skill and care to
aciueve clarity. The written material must not only be readily understood but be

incapable of being misunderstood.

The title printed on the cover 1s the name of the course., It should be
descriptive and appealing to the student and should be chosen with care. In some
cases the atle 1s self-evident or is the same aé that of the residence course; in
other cases it ‘might require considerable thought. Listing several possibilities

from which to choose can be helpful.

The title page usually contains the course name and number, the writer's
name and ttle, any statement of authority under which the course was written,
and the name of the umversity offering the course. The amcuat of degree credit,

if any, should be indicated on this page.

The contents page lists the lesson titles of the course. These titles should

be apt descriptions of the material covered in the lessons.

The introduction should give the student an overview of the course and con-
tain a statement of course objectives. To be easily understood, 1t should be
written in fairly simple language. It should display an attitude of optimism and

encouragement and tend to whet the student's appetite to begin work. It should

raise his hopes that the knowledge contained in the course will truly benefit him.

The introduction should also contain instructions about the mechanics of the
study guide (how to do the work). These instructions should remove any elements
of strangeness the student might feel, They should contain step-by-step sugges-
tions for study and should be sufficiently detailed to minimize questions. A key
to the lesson grading system should be included so that the student can intelligently

evaluate his progress in the course.

A short biographical sketch of the.course writer might also be included in
the introduction, if this seems desirable or necessary. An art course, for
example, may be enhanced if the student knows something about the artist who
prepared the course. The names and positions of prominent professional men
who may have assisted in the preparation of the course can also be mentioned

here.
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Lessons or assignments compsise the bulk of material that appears in the

tudy guide. Taken collectively they are the body of the course. A course migh

147]

nave as few as five or six lessons or as many as forty. At The University of
Wisconsin, eight lessons generally represent one degree credit, Therefore, a
three-credit course usually contains twenty-four lessons, although some courses

contain fewer. Each lesson typically contains the following elements:
1. Lesson (or assignment) numbeyr and title

4. Introductory section

3. Reading assignment

4, Study notes or comments
5. Self-test quesuions or seif-examination

6. Wnritten assignment

Loewsson Titie and Number

Each lesson should have a number and title which is descriptive and pre-
tere ...y short. It should suggest, in capsule form, what the student *:ll find 1n
tne lesson. Parallelism in lesson titles throughout the study guide atus a subtie
note of strength to the course. While parallelism 1s not always poss.ole, an
effort should be made to achieve it. A few well-chosen words in the title are

more meaningful to the swdent than many words carelessly selected,

inwroductory Section

Py

The 1ntroductory section should be an 1ntegral part of the lesson. It should
give an overview of the lesson and icil the student what to expect and what he
should learn or accomplish, it should be long enough to accomplish these aims
but not so long as to be boring. Several paragraphs will probably suffice in most
cases. Even one well-written paragraph might be enough. It should be informal
and conversational if possible. Introductions can serve as connecting links betwee:

iessons, 1ndicating how past lessons are related to those that are forthcoming.

+]

his use of the introduction will insure continuity and will help the student view the
/

course as 4 unit rather than as a series of unrelated lessons.,
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Recding Assignment

O

The reading assigniment indicates to the student the maierial in the texibook

and elsewhere that he is expected to read. It should give chapter numbers or

page numbers or both. Assignments to read supplementary materials should be
made here.

Study Notes or Comments

Study notes are your comments and observations on the reading assignment.
They consist of statements that explain, clarify, augment, or correct those made
1 the textbook. (If the course has several books, the study notes can also point
up relationships between tlie viewpoints in them.) Comments are always valuable,
because the textbook author and the course writer are differeat persons whose

viewpoints are not identical. Study notes are often keyed to the page numbers of
the textbook for easy reference.

At this point your experience and competence in your field come into play.
You point out the significance of the reading assignment and indicate real meanings

and relationships that might not be immediately evident to the student. O

Explanations, elaborations, modifications, and corrections are the fabric of

cood teaching. The student will welcome them because they enable him to under-

stand quickly the material at hand. Modifications and corrections are somiewhat

i2ss easily presented than explanations and elaborations. Diplomacy and delicacy
are required so as not to undermine the student's confidence in the author of the
textbook. Corrections may be presented as differences of opinion, which might
truly be the case, or as additional ideas. Natural evolution in a field of knowl-

e¢ .. which makes the author's statements obsolete must be indicated as such.

If the textbook contains an error or inaccuracy, this will have to be acknowl-
edged. To dodge the 1ssue would cast doubt on the accuracy of the study guide.

Typographical errors should be indicated as such.

At no time shnould you flatly contradict or even imply a contradiction that

would degrade or ridicule the author. To do so effectively destroys the student's

confidence 1in the textbook and possibly in the course.
|

~

Illustrative problems and their solutions can logically be included here. If

anplicable they represent the teacher in action 1n a somewhat dramatic form.
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Sell-test Questions

Because a student in an independent study course 1s working alone, he needs

a device that enables him to check or test his acquisition of knowledge. Self-test

questions f1ll this need. They follow immediately after the study notes.

Self -test questions should be based directly on the text material, so that the
student can test his understanding of what he has read. They are answerable {rom
the text. An answer key is ordinarily supplied at the back of the study guide so
that the student can check his responses easily and quickly. Merely listing ques-
tivas lrom end-of-chapter material is not enough. Self-test questions also can be
used as a teaching device (in the same spirit as programmed learning), in which
cuase the answers need not be widely separated from the questions. It is assumed
tiat a student in an indepeundent study ccurse is sufficiently mature to attempt

seriously to answer these questions before consulting the key.

Written Assignments

The written assignment is the student's opportunity to express himself and
the instructor's means of determining what the student has learned. It is pre-
pared by the student and submitted to the iustructor; 1t 1s the first communication
between student and instructor after the student has completed his preparation of
the lesson and should be an expression of his best thought about the contents of
the lesson. The written assignment differs markedly from a student's classroom
communication with an instructor, in that the student in the classroom probably
answers only one question. In the written assignment he answers all required

questions, 7

The questions of the written assignment differ significantly from the self-test
questions, They should be framed so as to be unanswerable directly from the
textoook., They should test the student's understanding and knowledge and require
that the student analyze, synthesize, oxr apply what he has learned. They may be
essay, true-false, multipie choice, completion, or a combination of any or all of
these. The word "discuss" should be avoided because its use permits too great
an opportunity for the student to stray from the point. Strive for something more
explicit. Your ingenuity 1s involved here because the written assignment is part

of the learmng experience.
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Exarunations
Sapal e Ve

Although course examinations (both final and m.d-course) are not usually
mntegral parts of the study guide, they are usually parts of the course. In some
istances, a nonsupervised mid-course examination might be included in the study
Jutde.  The mud-course examunation may be considered as a sample of what the
final will be. Some departments feel that an independent study examination 1S SO
different from one 1n the classroom that it is unfair to subject a student to a
.:nal without giving him an indication of what it will be like. For this reason
some departments actually 1gnore mid-course examination grades when computing
course grades. Since you have prepared the course and are intimately acquainted
with 1t, there 1s no lack of logic involved in expecting you to prepare examinations
for it. Local program policy will guide you.

Final examinations are to be administered under the usual academic condi-
tions by a supervisor or proctor. Directions for applying for final and mid-
course examunations are included in the study guide. A standard format, not

your concern, 1S ordinarily used.

Profcssionality

At all stages of your work on the course, you should be deeply conscious of
the fact that you are engaged in a professional task. Since you are about to
produce a professional product, you should bring to this task all knowledge,
ingenuity, and care of which you are capable. You should realize that the same
care required in preparing any work for publication, be it a professional journal
artcle or a book, is expected here. Since the study guide will carry your name,
yue will want to be proud of 1it.
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7. PREPARATION OF THE STUDY GUIDE MANUSCRIPT

‘Your interest in your manuscript extends to several related functions. i They
are =diting, the technical review, the editor-writer: conference, and the productiocn
of the stgdy};guide as a finished product. S WP
Edltlng’t .3 . | . .- o7 ‘ . ‘ . Y ;u-.:fv . :‘"1;

; . . TS T B TLL S PO

Since -the manuscript will be editeéd professionally, your timé“and thé ‘editor’'s
will be conserved if you have a clear-cut notion before you begin to write of"the
style expected of you in-preparing thé manuscript. You should familiarize your-

S RO ) PPN
self with mechanical requirements. A careful perusal of current study guide§ and

.a discussion _'yvjth the person under whose direction you, will writevand with the

.. editor are ,highly .recommended.

v The “maniiscript should be clearly and- neatly typed - with ‘a margm of approx1-
ma;ely one 'inch on all four sides.’ Some course writers who type ‘their own
manuscripts have a tendency to type too near ‘thé bottom of each pai‘ge and to have
a right-hand margin that is narrow and.-unusually uneven. . The manuscript should
be .typed on.a good grade of 81" by 11", white bond. Carbon copies.and manu-
..scripts typed on Corrasable bond-are not acceptable for editorial-purposes. “All

typewritten material should be double spaced. If a passage 1s to be-iprinted:single

space, 1t should nevertheless be typed double space and marked m the margin for
smg;e spacmg Tms prov1des room for edltmg and also makes the _task of type-

settmg easier for the prmter

o

The manuscrlpt pages should be numbered consecutively. Pages that-haveito
be added to the body of the manuscript later should be numbered a, b, c, etc.,
such as 76a, 76b, 76c. Pages should be submitted "loose'--that is, not stapled
or clipped together.

P
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To guard against loss, and to facilitate working with others during the pro-
dguction period, be sure to prepare a few carbons of itbe manuscript or to have
copies duplicated and in your possession. They can be useful to you for review,
for making changes thiat might be necessary after the manuscript has been sub-

mitted, and for conferring with the editor by phone.

Correct spelling is important, especially where technical words or expres-
sions are involved. While 1t is 1mportant that the language be clear and precise,
and that grammatical construction be as nearly correct as possible, 1t is well to
remember that the editor will help improve clarity of expression after the manu-
script has been submitted. Your highest skill 1s technical competence in the
field 1n which you are writing; an editor contributes to that skill by helping you
improve your ability to communicate. You should bear in mind that the editor
takes great care not to change meaning; he intends only to improve clarity of
expression. You will have the opportunity to check through your manuscript
after editinz and to discuss with the editor any changes that might be suggested

or sections that need clarification.

Everything that should be in the study guide must be included in the manu-
script when you submit it. You cannot expect the editor to supply material which
you have merely indicated that he "pick up” from a certain source. It i1s your
responsibility to make final decisions about what appears in the course and what

does not appear. In a real sense, the course is your very own.

In your final reading of the manuscript before submitting it for editing, it
1«8 permissible to insert a few necessary last-mnute changes or a few corrections,
but they should be minimal. At some point, usua\lly here, you must regard your
vwork as final. .

You may be asked to submit one or two paragraphs describing the content
of your course. This material 1s used for promotional purposes, including the
answering of student requests. As you write your course, you may decide what

10 1nclude in this "course description.”" It is to be submitted with your manu-

script.
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Teohnical Review

O

After the manuscript has been subwitted to your program director and
before 1t is edited, 1t will be reviewed by a person competent in the subject

maier fieid.  The reviewer 1s usually a faculty member.

The reviewer's function 1s to examine concepts and ideas in the study guide
and to make suggestions for possible improvement or change. You wiil receive
a copy of the reviewer's report and will have the opportunity, if you wish, to
discuss the report with huim. After changes or corrections are made, the manu-

sernt 1s submitted to the editor.

Editor-Writer Conference

After the manuscript has been edited, you are called to confer with the
editor. In some wstances the editor may return the edited manuscript to you
for review Dbefore the editor-autnor conference. This is a time-saving procedure,
and you should not regard it as an opportunity for making extensive last-minute
revisions. You also must not alter any editorial markings without first discussing

O them with the editor, because any changes you make at this point may introduce
inconsistencies or other problems into the manuscript. At the same time, you
will find the editor eager to correct any misconceptions or errors still existing
i your manuscript. At the conference the editor discusses with you every item

‘ about which there 1s a question. The editor 1s interested primarily in clarity of
expression; he is concerned with technical content only from the viewpownt of the
student's understanding of it. It 1s important for you to realize that you are tae

autnor and are ultimately responsible for the content of the course.

Producticn of the Study Guide

After the editor-writer conference has been held and both parties are
satisfied thar the manuscript has reached the ultimate stage of perfection, the
manuscript becomes the responsibility of the compositor and printer. Necessary
artwork, including cover design, is the responsibility of an artist. You might

wish, however, to express your ideas about art to the editor or artist.

You may be called upon, although not necessarily, to give opinions about
O binding, number of copics that should be printed, and any ideas that will aid in

iaunching the course successfully.
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Just before the camera-ready pages are sent to the printer, the editor
wiil give you the opportunity to check through them to correct any errors they
might contain. Since alicrations at this point are costly, rewording merely for
tne sake of making a passage read better cannot be permitted. However, a
serious error corrected at this stage may eliminate the need for an errata sheet

a‘ter the book is printed.

Copyright

Usually the institution copyrights the study guide, but in some cases copy-
ripnt ownership is vested in the writer. Each instance of publication has its own
seculiarities.  To prevent any misunderstanding about copyright ownership the
writer should be certain that there is clear agreement about this important aspect

of course writing.

Compensation

Course writing by faculty members 1s usually considered part of their
regular work load compensated by their salaries. Ad hoc course writers are
paid a stipend for a completed manuscript of a course. Payments may be made
in installments over a period of time as work progresses or upon acceptance of
the completed manuscript. The amount of compensation and method of payment

should be clearly understood.

41



-4 -~ ~ J A

1
¢
P
.

ER COURSE REVISION e

P
i ~

o Lo 4 vesat d
L e . P

i
i sl A

_ All.independent . study courses’ eventuaﬂy requlre révision. New kh}g\i’/ledge
and new concepts appearing in new or revised textbooks, new methods and im-
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Present Course

Because of the existence of the present course, your task as the course
reviser may be less difficult than the course writer's. K It is important to note
that you may or may not have been the writer of the course to be revised. If

you are, then your task is less difficult because you are thoroughly familiar with

_what you wrote originally. You can proceed along the same path that you fol-

lowed when you wrote the course. If you were not the writer, then the job is

somewhat more difficult.

The first step is to familiarize yourself with the course. This includes a
careful reading of the present study guide and a survey of new textbooks and
materials that have emerged since the course was written., This survey logically
includes letters to publishers, publisher's representatives, and authors of text-
books inquiring about the status of books possibly destined for revision. It

sometimes happens that publication of a new edition is imminent, possibly within
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we next six or eight months, although an announcement might not have been made
of the IoCt wat the boox is undergoiug revision. Such information is obviousiy of
1
great value in planning revision of the study guide.
The survey should also include, if possible, any notes or ideas that
instructors have regarding the efficiency of the present course and its possible

improvement. In some instances, the instructor will be the reviser, in which

case he will have had much experience which he can bring to bear in the revision.

Revised Course

If you did not write the course originally, your task is practically the same
as the original course writer's, except that you have a nucleus with which to
pegin. You are well advised to familiarize yourself with the information in the
sreceding three chapters of these guidelines.

To improve the course markedly, revision may involve changes even in
.ormat. Remember that you are not bound to a pattern that is sacred. As a
scholar you should feel free to make any changes that will enhance the course.

acmember that you are producing the course for the benefit of the student.
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The ifoliowing appendices are included as a guide for instructors and course
writers new to Extension and, 1t is hoped, will provide new insights to those

already familiar with correspondence instruction.,

Appendix A contains sample pages from study guides of courses currently
offered by University Extension, The University of Wisconsin. These pages
illustrate points covered in the text and indicate the wide latitude that 1s possible

in course design.

Appendix B contains copies of letters requesting publishers' permission to

quote.

Apgendix C is the roster of the National University Extension Association
(NUEA) members for 1968-69. It is included to indicate the extent and range of
developruent of independent study in institutions of higher learning in the United

States and Canada.
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APPENDIX A

SAMFPLE PAGES FROM CURRENT STUDY GUIDES

Sample Title Pages
Sample Introduction

Sample Assignments

Commerce
English
French

Civil Engineering




(Sample Mathematics Title Page)

Viatnematics H40

PLANE TRIGONOMETRY

A High School Credit Course . . . % Unit

Oy James D. Moore

Teaching Assistant in Mathematics
University Extension

The University of Wisconsin

Critically reviewed by

Richard Y. C. Lee

Teaching Assistant in Mathematics
University Extension

University Extension
The University of Wisconsin
Independent Study
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(Sample Introduction)

INTRODUCTION

-

Not only in England, but in the rest of the Western world, the nine-
teenth century is the Great Age of .the Novel. 1If the term celebrates the
novel's triumph, it also reverberatés with a wistful, elééaic echo: Then
it's all over? Certainly now in our own day, amongsé the critics at least,
the burning questions seem to be: Is the Novel deéd? If so, who killed it?
And their accusing fingers oftener tHén'qoéfpoiht'étréight at those Vic-
torians you will be reading in this cougse, who never‘suépected that in
their heroic labors lay the seeds of the novel's decay and death. It is
possible that what drives our own contemporaries to such a frenzy of depre-
cation is, as much as anything else, the Victorian novel's monstrous self,
row upon leatherbound row of it, quite secure in its achievement and not a
little smug in its conviction of its own immortality. 1In the history of
English literature, at least, only the great age of Elizabethaﬁ and Jacobean
drama can make apything like a similar claim t6‘such‘supéniority, and even
there such a claim owes a preponderant debt to just one man, Shakespeare,

while the nineteenth-century novel is the accomplishment of many.

The Victorian novel is irresistible, irresistible in a way that has
never been satisfactoriely explained by even the most high-powered critics.

The great novels of the twentieth century--Ulysses, The Rainbow, The Counter-

feiters, The Magic Mountain, The Sound and the Fury--were, from the moment

they appeare@, anathema to a lot of.people, many of them highly intelligent
and perceptive. But the greatest of the nineteenth-century novels have from
the beginning been hailed as things to be praised--and loved. 1In their own
da& they were regarded first of all as marvelous 'entertainments, and, second
and no less important, as embodiments of sound moral‘&néé?qctioh} As you
will find, the novels are as entertaining as ever, but fbé one reason or

another the moral instruction is just barely acceptable to us now. And
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Introduction

yet our aficction and admiration for these Victorians far outweigh the momeﬁ-
teiy repuganance we feel for their occasionally smug authoritative air in mat-
ters othical and moral. Actually, enough time has passed now for us to see
what the Victorians could not see themselves--that just like everyone else's
world theirs, too, was built on sand. The social, economic, political, and
literary historians have revealed to us the ''other" Victorians in all their
secret shame, and we are sad that the truth is out--but not surprised. Sad,
because the world they dreamed of is still only a dream; not surprised, because
the shadow of their misgivings about that dream is, if we look closely, there
in theis novels for all to see. Finally, more than anything else, we are
touched that they tried so hard to be both happy and good, scolding each other,
lecturing, cajoling, filling volume after volume with their recipes for

felicity.

"Make 'em laugh, make 'em cry, make 'em wait.'" Wilkie Collins advised
Dickens, a shocking program for a serious novelist, we may think. And yet,
as programs go, it is perhaps closer to the pattern that life itself takes
than anything else you can manufacture and put into nine short words. What
more do we ask of life, even now in this our own hard-bitten century, but
that we bz allowed to laugh a little, to cry--and to be given something to

wait for?

TEXTS

The book you are now reading is the Study Guide for English 460, It

attempts to provide the same type of help that a teacher would in a classroom.

The only text that you are required to buy is Walter Allen's The English
Novel: A Short Critical History (hereafter referred to as Allen,‘English

Nove L), a Dutton Everyman Paperback, D9. You may purchase this book from

-

Univevsity Extension,

Siace almost all the assigned novels (these are listed in the table of

contents) are available in many different editions, both hard-cover and
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paperback, no particular editions are suggested. All of them may, however,
be borrowed from University Extension Library, should they not be available

locally. When ordering, please enclose a check or money order payable to

University of Wisconsin Extension.

Below is a suggested list of general readings about the novel, particu-
larly the nineteenth-century English novel. 1In addition to this, a highly
selective list of suggested reading follows the study notes for each novel

and novelist.

SUGGESTED READING

As well as Walter Allen's The English Novel, which vou are asked to buy,

the following books about the English novel are recommended to supplement the

required reading.

Baker, E. A. The History of the English Novel. 10 vols. New York, 1924-1938.

The largest, most exhaustive, most unquestionably ''standard" work on the
novel.

British Writers and Their Worx, Number 9. Lincoln, Nebraska, 1960,

Includes essays and good bibliographies of Disraeli, Thackeray, Dickens,
and Trollope.

Cecil, Lord David. Early Victorian Novelists. New York, 1935.

Includes discussions of Dickens, Thackeray, the Brontés, Trollope, and
George Eliot.

Cross, Wilbur L, The Development of the English Novel. WNew York, 1899.

For many years the standard work on the novel. Since it is nearly as
old as the novels it treats, it has a "contemporary' flavor--and that is
now its main interest for us.

Jord, Boris, ed. From Dickens to Hardy. The Pelican Guide to English
Literature, Vol. 6. London, 1958.

An excellent, inexpensive volume which offers (1) notes on the Victorian

scene, (2) notes on the literary stenc, (3) full-length individual essays
on the major writers {(including Dickens, Thackeray, Trollope, the Bronte’s
George Eliot, and Hardy), and (4) a bibliographic appendix and suggested

reading list.

Forster, E. M. Aspects of the Novel. ©New York, 1927.

A great novelist himself, Forster writes engagingly of other novelists,
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sttle, Arnold. An Iatroduction to the English Novel. 2 vols. Lordon,
3

Leavig, F. R. The_Great Tradition. New Yorlk, 1954,

The 'great tradition'--says Leavis--includes Jane Austen, George Eliot,
Henry James, and Joseph Conrad. The back of his hand to everyone else.

Lubbock, Percy. The Craft of Fiction. New York, 1957; Compass Books.

Originally published in 1929, this small volume created a big revolution
iu the way we look at novels.

Neill, S. Diana. A Short History of the English Novel. New York, 1951.

To quote its own jacket: "A lively survey of how the English novel
ieveloped, from its beginnings to the works of Lawrence Durrell and
Samuel Beckett."

Thomson, Patricia. The Victorian Heroine: A Changing Ideal, 1847-1873,
New Yorox, 1956,

Tillotson, Kathleen. MNovelists of the Eighteen-Forties., Oxford, 1954.

Van Ghent, Dorothy. The English Novel: Form and Function. New York, 1953,

Brilliant and stimulating (often perverse and occasionally impenetrable)
essays on eighteen novels. Among them are Great Expectations, Vanity
Fair, Wuthering Heights,

Wagenknecht, Edward. The Cavalcade of the English Novel. New York, 1954.

In the literature, both primary and secondary, of the Victorian novel,
Wagenknecht has read as widely as anyone living.

NOTES ON PROCEDURE, FREPARATION, AND PRESENTATION

The preparation of an assignment in this course consists of reading the
material indicated under the heading '"Readings'; studying the '"Study Notes'';
and writing out a report according to the directions given under the heading
"Written Assigument" at the end of each assignment. This report should
represent your best abilities in reading, thinking, and writing. Besides

corpecence in these respects, a good report shows the following characteristics:

1. Tae answers in discussion questions are always on the point designated
by the written assignment. To write on the point, you should examine
the written assignment carefully to make sure just what it calls for
and then organize the ideas and facts pertinent to the subject into a

coherent statement or discussion.

54




Introduction

Generalizations are always supported by specific evidence--citation, quota- (:)

t10n or other demonstration.

Quoted material is used chiefly for the purpose above; in discussion ques-
tions, quotation does not substitute for your own ideas and expression and

should not occupy more than one third of the discussion.

Direct quotations are always quoted accurately, enclosed in quotation
marks, and acknowledged. That is, you should give the author's name,

the title of the work, and the page on which the quoted passage occurs.

Indirect quotations are similarly acknowledged but are not put into
quotation marks. The indirect quotation may not perhaps use the author's

parasing word for word, but it always expresses his idea accurately.

The good report is neither too long nor too short. Too brief a report
may make unexceptionable statements and yet be unsatisfactory because it
Goes not reveal the extent of your understanding; however thoroughly you
may have mastered the material, you cannot be given credit for your
accomplishment unless you write fully enough to disclose it. Too long

a report is generally one that is extended by useless repetition, ex-
cessive quotation, or irrelevant issues. The good report is as long as
is necessary for a well-substantiated, economically phrased coverage of

tne written assignment.

However good in the respects listed above and in content, a report that
violates the conventions of literate writing by frequent misspellings, in-
corvect prama, neplecet of the olementary vales o puncluation, o in-
coherence resulting from the misuse of words or disorganized sentence
structure has less merit than one written with the competence expected

of a student with the prerequisites for this course, freshman English

and six credits in introductory literature.
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PRINTED FIRST SHEETS

t

Printed first shcets are supplied by University Extension. One should
be carefully filled in and used as the first page of each of your written
assignments. Also furnished by University Extension are printed envelopes

which should be used for mailing your written assignments.

.

Use a separate
envelope for each assignment.

s '
After you have received a grade on all the assignments, you may mail

the request for final examlnatzon, which is 1nc1uded ‘at the end of this Study

PR -

. Guide. (oIf you have an’ "incomplete" on any wrltten ass1gnment,‘the final
examination will not be sent until ‘this deficiency has been made up.. ..
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(Sampie Commerce Assignment)

Assignment 6

MARKETING AND THE ULTIMATE CONSUMER

Marketing, 1t has been suggested, begins and ends with the ultimate con-
samer. Tlus assignment analyzes this ultimate consumer from a behavioral
vicwpoint, and in it you learn that individuals behave differcrrly, sometimes
motlvated by economic considerations and sometimes by emotional ones. The

assigniment also examines the relation of demographic characteristics to consump-
{160,

Reading Assignment

American Business: Chapter 19, pages 401-422

Supplementary Reading: "The Challenge to Modern Marketing," Study Guide

Page 402, paragraph 2.* The classification of buying motives as either

raaonai or emotional 1s perhaps an unfortunate historical development. There

are many .narketing men who believe this traditional and arbitrary classification
s iurpely nusleading and inaccurate. Simply giving thoughtful consideration to

a pureiase is not a sufliclent criterion to indicate a rational buying motive.
Mot.ves, it 1s maintained, are responses to needs, and it is rational behavior to
attempt to satisfy them. Some of these needs are physical, .some psychological
or emouonal, some economic, while some, probably most, are any combination
of pnysical, psychological, and economic. The distinction, then, as to the

nature ol the buying motive 1s based on the need being responded to.

“The [irst complete paragraph on a page 1s paragraph 1.
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Assignment 6

Consumer responses to physical and psychological needs have largely been
classed as emctional buyirg motives and consumer responses to economic needs
as rational motives. In contrast to the emotional motives, rational motives are
srumarily concerned with making the most effective use of the customer's scarce
resources. A product which is easier to use or clearly lasts longer, at lower

cost, accomplshes this purpose.

Page 400, paragraph 3. It i1s important to realize that price 1s only one

element in the marketing mix. Groceries, although they constitute a class of
low-priced products, are sold on the basis of convenience, selection, ease of

preparcaon, quality, and a pleasant purchase environment, as well as price.

Pago 407, paragraph 2. As products become more dependable, guarantees

become mwuch less important as an inducement for consumers to buy. For un-

tried products and services, guarantees are important elements in the effort to

market them.

Paoce 410, parapraph 2. The patrvonage motives just discussed arc similar

Lo the rational motives for buying products. The seclection of a particular store
miay also be related to psychological drives not yet fully understood. The Chicago
Tribune study of social class in Chicago showed that people match their own values
and expectations with the status of the store. Not all people want to shop at
alamorous, hagh status stores. A lower status customer knows he will be
punushed 1n subtle ways by clerks and other custoiners if he goes to an exclusive
store. The shopper does not wish to go to a store where she does not fit and

1§ apt ¢ stay away if the appeal 1s not clear-cut.

Sunpleinentary Reading

TdE CHALLENGE TO MODERN MARKETING*
By Arno K. Kleimenhagen and Clifford E. Larson

Note: Two former marketing practitioners, now serving the pro-
lession ag ecucators, oiler a thought-provoking analysis of the basic

"Reprinied from Sales/Mearketing Teday, the official journal of Sales and Marketing
A D

w
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Assignment 6

ssues raised Ly marketing's increasingly vociferous critics, calling
helr rebuital markeung's greacest challenge. This, they emphasize,
can be accomplished by focusing our talents and energies on valid
contributions to society and the betterment of mankind everywhere.

ot

J

With increasing frequency, marketing is coming under intense criticism.
Critics are questioning its relevance as a useful force in soclety, and, of
course, continue to engage 1n the perennial questioning of its ethics. To
some extent marketers have, through their writings and public statements,
invited the attacks to which they now find themselves subjected.

By focussing on problems of an individual firm or industry, and often
speaxing with an unfortunate choice of language, they have projected--to
many outside the profession--an image which tends to attribute unethical, if
not 1mmoral, motives and practices to those engaging in sales and market-
mgz.

"“ne challenge that modern markxkeung faces 1s the necessily to come
to grips with the basic issues raised by.its critics. As a starting point,
1t 18 necessary to re-exanun: the true significance of marketing. This
should be done from the broadest of all possible views--the contribution that
tlie marketing function makes to society.

Society's task is caring for the needs of people. Marketing, as an
iniegral part of society, shares this task. Obviously then, the better
markeung performs its function, the better society's goals are served. It
1s well known, but perhaps only to those who engage in marketing, that
marketing's focus is on service to the consumer. This is true whether
the consumer is a firm or an individual. Success in markenng is largely
measured 1n terms of service. The better the quality of service, the
grearer the sartsfaction to the producer, as well as to the user. It is the
conwLulng ability to produce satisfactions that leads to profits and survival
I a iree enterprise soclety.

The critics of marketing invariably attack marketing on grounds of
ethics and relevancy. Marketing 1s the alleged lair of wheeler-dealers,
con-men and shoddy-goods distributors. Paraded in profusion, and with
great fanfare, are the experiences of those who have been prodded into
purchasing unneeded items by these people.

Marketing men recognize the realities of the world. To deny the
existence of such individuals would be folly and most certainly untrue. But
to transier the motives of such individuals to the goals of the entire pro-
iesslon 18 to promote an image which 1s anything but deserved. By focus-
sing on marketing's contribution to scciety, one is left with little doubt that
devoting one's life to this task 1s in the highest traditions of mankind.

Marketing 1s also accused of beiang responsible for the diversion cf
scarce resources 1nto production of goods for frivolous comsumption., To
cast marketing in this role of a satan whose goal 1s mankind's moral
destruction i cerwaly unfair and most certainly credits marketing with
grculer powers than it now possesses. Marketing does not develop
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Assignment 0

«vhniques calculared to push unwantea goods on uninterested individuals.
actner the focus, as suggested by the marketing concept, 1s to deveiop

voods to beiter satisfy the needs of the soclety it serves.

N

G
by large rnumbers in our soclety. Individual wealth has permitted the
sovaviduzal i ever greater numbers to indulge himself, and the critics looa
. iun great disfavor on his choices.

markeung, by serving the inarvidual, 1s accused of seaucing the 1ndi-
and sepavating hun from greater responsibilities. Curiously, by
onding to the W ishes of the consumer, marketing 1s supposeulv gullty

= RN FEUUIE T
.Alb 50 called "moral downizli.'

concelved, 15 & funcilonm whniln TMust o2 Tl
oimed oy oall aSSDL.l S within a soclety, not caly by the profit-maxing
cusinesses 1n the world's more affluent socleties. Included, too, must be
he function as 1t could also be performed by society's non- proflt ‘organiza-
ions if resources are to go into solving the problems of economic develop-
ment, urban renewal and racial conflict.

rt is with this expanded concept that marketing can answer its critics
same time, solve its owa persisting and perplexing problem:
:ct promising and capable people to it.

‘Blaborate surveys are not nceded o verify that marketing's Luage
with many young people today 1s not one with which they can idenufy. If
markating men can sell themselves and the significance of marketing to
this audlence they will accomplish two 1mportant tasks. First anc most
important, they will find increasing progress in recruiting high-quality
future business leadership. Secondly, they will silence their critics by
removing the basis for their criticism.

The challenge placed before marketing is clearly defined. Markeung
must broaden its operating philosophy. Marketing men can no longer focus
ndrrowly on products, customers, prices, promotion and sales, but rather
must focus on their concern for the individual and mankind. They must

ssure that efficient performance of the marketing function goes far beyond
the proflit motive.

The growing complexity of the production process leads inevitapnly to
the need for better marketing and better marketing tools. If marketing 1s
t'r,- business of caring for the needs of people, to what nobler acuvity

ould one devote a life.

What 1s meaat by the statement, "The customer 1s king'?
What are "buying motives"?

Voo cinottonal buynig motives wcrational motives?  Explain.
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Assignment 6 Q

What are patronage motives?
In what ways 1s income related to consumption?
What is the relationship of population to consumption?

What is meant by "brund loyalty"?

{

Written As signment
—— 7 absignment

1.

(@5

List four major trends in U.S. population--for example, "a growing segment

of the population is over 65 years of age." Then explain how each of the
following types of retail stores might be influenced by each of the trends:
a. Supermarket ¢. Drugstore

b. Hardware store d. Department store

€. Drive-in theater

What is the basic difference between rational and emotional bﬁying motives?

Is any use served by classifying motives in these two catagorics? O

Read the Business Chronicle, "Decision: What retail outlets cun best handle

a new product?" page 421, and answer question 3 at the end of the case.
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(Saﬁple Englisn Assignment)

' . ASSIGNMENTS 12 AND 13

READINGS

Fmily Brontd, Wuthering Heights

Allen, Enclish Novel, pages 223-229

STUDY NOTES

it apbeérs a wild fancy indeed to suggest that Wuthering Heights has

anything in common with Pickwick Papers, Yetthe two novels are alike in

this: -from the standpoint of criticism and explication they are both very
hard -nuts to crack. They offer themselves to all the modern critical ap-
paratus, historical-psychoanalytical-mythical-semantical, but when the opera-
tion is over, there they stand quite untouched by all these attempts to ex-

plain.them. .

‘This is:pérticularly true of Wuthering Heights. 1In his Aspects of the

Novel E,M. Forster classifies that novel as "prophetic," because in it, he

¢

says, "..the emotions of Heathcliff and Catherine Earnshaw function differently
to other emotions in fiction, Instead of inhabiting the characters, they

surround them like thunder clouds, and generate the explosions that fill the

novel from the moment when Lockwood dreams of the hand at the window down

‘to the moment when Heathcliff, with the same window open, is discovered dead."

In The Great Tradition F. R. Leavis announces in the first sentence of that

Ehorhy volume, "The great English novelists are Jane Austen, George Eliot,

"Henry James, and Joseph Conrad.'" But even he cannot cast Emily Bronté into
outer darkness without a word. He acknowledges her to have been a genius,

“but, he says, "I have said nothing about Wuthering Heights because that

astonishing work seems to me a kind of sport!'" (The exclamation point is

mine,) Herbert Read, in comparing Charlotte and Emily Bronfé, finds ''the

psychology of Emily is at once less complex and more profoundly hidden. She

’
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is one of the strangest geniuses in our literature, end her kinship i5s with
Baudelaire and Poe.' In an essay which attempts to domesticate or Victori-
anize the Bront® sisters, Richard Chase rather goes out on a limb and then
saws it off, when after quoting Read's remark about 'tne amazing quality of
innocence' in the Brontés, especially Emily, he says, "And it is true chat
they do not always seem to be fully aware of what is going on in their own

novels."

Such a sampling of critical opinion about Wuthering Heights does suggest

perhaps not so much confusion in the minds of the critics, although it does
suggest that, but rather a kind of awe--and bafflement. But, as you will
discover, the bafflement comes only after you have finished the novel. While

you are reading it, it does not occur to you to question anything.

There are strong mythic elements in Wuthering Heights: the Yorkshire

setting, in which the principal characters of the drama are isolated from

the rest of the world; the close blood-relationship of the protagonists in
the novel; the motifs of blood revenge and thwarted passion acted out with
violence, both physical and emotional; the sense, {rom the start of the novel,
of a "house' (in the Greek sense of the word) with a curse upon it; and
finally, of course, the superhero Heathcliff--a combination of sadistic demi-
devil, Teutonic war-god and Niebelung, Byronic lover, and shrewd hardbitten
Yorkshireman. Mythic though it appears to be, at the same time Wuthering
Heights is perhaps the most intimate novel of the nineteenth century, for

no other novel goes so far in presenting a relationship so deep and so

nearly unfathomable as that between (leathcliff and Catherine. The pgreac
¢himactic sceue in Chapler Fifteen, just before Catherine dices, is o pro-
jection into human language and human image of a kind of paroxysm of [eeling
between two people, preternatural yet almost infinitely complex and subtle,
that 1s quite outside the experience of most of us--and, we know, of Emily
Bronte herself. Yet it is, for us, encompassable, because it was for her.
Would it have been so if she had not been 'fully aware of what was going on"

ian her novel?

This intimacy is present partly because the author has anchored her

narrative firmly in the person of Nelly Dean, a Yorkshire woman who now,
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20 eng feils hex stovy, is in her middle age Lut who nas lived alternzcel

J

a¢ Wathering Heights and Thrusacross Grange since the parentless ''gipsy'

g

cnild, Heatheliff appeared at Wuthering Heights many years before. Eut she
1s not telling her storv to us--as Jaune Eyre did--but to Mr. Lockwood, a
sentleman naeiling not from the North country, but from the sophisticated

Souch of England, and whose interest in the fortunes of the Earnshaws and the

I
=
1
i

ons is finally one of not much more than intense curiosity. As the new
tenant of Thrushcirouss Grange, which as tiue story opens Heathclifif now owns,
Lockwood pays a visit to Wuthering Heights and is forced to spend the night
there. Uis expericance then leads him to find out from Nelly Dean, now
housekeeper at Thrushceross, the story of what has led up to the appalling
situation he found at Wuchering Heights that day and night. As in a proper

epic, tuen, Wutheving Heights begins ia mediss res, with Lockwood's account

of this night. Then, with Catherine's account of her own and Heathcliff's
ciiildhoud that Lockwecod finds in the Bible in the bedroom in which he spends
the night at Wuthering Heights, with Nelly Dean's continuing narrative, with
Isabella Linton's ietter to Nelly, with the verbatim record of the young
Catherine Linton's experiences at Wuthering Heights when she visits young
Linton thece, withh what Lockwood finds upon his last visit--with all of this
the circle is completed, the circles, really, which have moved outward con-

centrically and relentlessly from the stone dropped into the center of the

still pool at the start when Mr. Lockwood with such bright irony has pro-

nounced the moors in which he finds himself 'a beautiful country.... A

perfect misanthropist's heaven."

noe

Ag her sister did in Jane Fyre, here in Wutheving fleighes Bully Bronce

hdo mandped to strike the note of authenticily through her narrators, a gar-
rulous oid maid with almost total recall and a rather tiresomely, self-sufficient
"foreigner," who is hiamself not a little spinsterish. Since they are telling
tie cale, the author can, as it were,stay out of it. We feel that the novel,
as critics have suggested time and again, seems to nave written itself, and
tais feeling we have cbout it is reflected in our own uncertainty about our

reactiors to it: at one and the same time it seems to have nothing to do

itn us--and evecrything!
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i

For example, Nei.y's simplie-hecavtcd concern abouz Heathcliff's fiiness
for heaven throws into sharp relief what she caiils, as she describes his last
wouvrs, his '"goddless indiflerence." Her remark sends us unerringly back to
that moment at the beginniag of the book (but acutally, as the time sequence
1s organized, only a few months earlier) when after Mr. Lockwood had told him
of his dream of a ghost Eeathcliff cried out, '"Oh! my heart's darling; hear
me tois time, Catherine, at last.'" Witha shook we recognize our own indif-

ice now to traditional patteras of religious feeling and thought, our own

-
P

L]
[p]

indif{fcrence to anyonc's fitness for heaven. What this pair were and are to

cach otuer is all that wmatters.

But, then, vhac ave these two? They are those elcmental forces, forces
0f vilue in the human coundition, which cannct be destroyed--unless they
cioose co destroy themselves, Wnich, of course, they do. In the periection
of their relation to the moors which they love so, in the glory of their
rebellion both against the effete lusnness of upper-class life at Thrushcross
Grange (as they peer through the window at it) and agoinst the vindiciive
vavagery of the sadistic Hindley, in the splendor of their mockery of a
society which would control them, in their very oneness, they have }ound the
key to the universe. The world is theirs. And they throw it away. Like
Shakespeare's Antony and Cleopatra. But unlike Antony and Cleopatra, they
allow themselves to be separated not by war or some kind of cosmic catastrophe,
but by economics and social status. Heathcliff has neither money
Edgar Linton has both; Cathy chooses Linton. And her decision destroys her
aid, ‘somchow woise, destroys lleathclirf, transforming him iun the end into,
in Nelly Dean's words, '"a savage sarcastic face." 1If{ ail tragedy communicates,

if nothing else, a desolating sense of waste, then Wutherinz Heights is a

tragedy.

Before closing these two strange novels, we canaot do better than quote
some remarks of the poet Swinburne about them. While no more successful tnan
the next one at explaining how they did it, he does in a rather grandly
rhetorical paragraph come close to assessing what it was that the remarkable

LK)
Bronte sisters did.
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The gift of whicn T would speak, is that of a power to make us
feel in every nerve, at every step forward waich our imegination is
compelled to take under the guidance of another's, that thus and not
otherwisc, but in all things altogether even as we are told and shown,
1t was and it mast have been with figures set before us in their action
and their suffering; that thus and not otherwise they absolutely must
and would have felt and thought and spoken under the proposed conditions.’

SUGGESTED READING

hettle, Arnold. "Emily Broute: Wuthering Heights,'" in An Introduction to
thiec English Novel, Vol. 1. New York, 1960.

Vaa Ghent, Doxothy. 'On Wuthering Heights," in The English Novel: Form and
Funciion. New York, 1953,

Note: Tor other books about Emily Bront&, see the list of suggested reading
which {ollows the study notes on Charlotte Bronte.

WRITTEN ASSIGNMENT

1. 1Ff Janc Austen had lived to read Wutherinc Heights, what do you think

<:> she wmight have said about it? (It will add some spice to your answer if

you arc tempted to make it sound as if Jane Austen had written it.)

2. Usiag the following as a definition, discuss Wuthering Heights as a

tragedy.

Tragedy is that in which life and death, the exclusive fulfill-
ment of passion and the self-destruction which inevitably ac-
companies it, are inmextricably fused.

3. A Marxist critic has found the driviug force in Wuthering Heights to be

the struggle for wealth and for the power that accompanies wealth. 1In
interpreting this novel, how far do you think one can go in granting

this to be its central theme?

4., 77 you were required to give a prize to one or the other of the two

novels--Jane Evre or Wuthering Heights--to which would you give it? And why?

7Algernon Charles Swinburne, A Note on Crarlotte Bronté (London, 1894), p. 13.

O
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LESSON 6

GRAMMAR

In Chapter 4 of Par les grands auteurs, study I-IV inclusive, pages

37-46. First go over the grammar points; then do the exercises.
NOTES:

A. Compare the present indicative of avoir with the endings of the

future:

j'ai (-ai) nous avons (-ons)

tu as (-as) vous avez (-ez)

il a (-a) ils ont {-ont) <:>

3. The future translates ''shall" or "will" plus the meaning of the
verb, but ''shall'" is used only when the subject is "I" or "we."

C. Similarly the future perfect translates ''shall have" or "will have"

plus the meaning ¢f the main verb, but '"shall have'" is used only

when the subject is "I'" or 'we.

D. DBe sure to read carcfully 2) and 3) on page 240.

E. 1In connection with the position of adjectives (Appendice 8d), you
will note that some adjectives have one meaning when they precede
the noun and quite another when they follow. The rule is this:

When an adjective nas both & literal and a figurative meaning, it

is placed after the noun for the literal meaning, and before the

noun for the figurative. Study the examples under 4) on pages
220-221.
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II.

French 203

Under Revision de verbes (page 43), observe the very common idiom

venir de plus infinitive. This idiom is used only in the present

Il vient de parler.--~'"He-has just spoken." (Literally, '"He is

coming from speaking' and tnerefore he has just done so.)

parler.-~"He had just spoken.' (Literally, '"He was

coming from speaking' and therefore had just done so.) -

F .
and in the imperfect, thusly:
Il venait de

READING '

In Par les ‘grands auteurs, read Femmes de Paris, pages 47-48.

Notes on Readiag:
Page 48, line 5:

8:

9:

22:

WRITTEN ASSIGNMENT

1.

In Par - les gfands

humeurs=-~'moods"

l'art de se faire respecter~-''the art of commanding
respect”
toute--''any'" (Have you noticed thevarious meanings

of tout?) p
esprit--'wit" (Have you noticed the various meanings

Y

of this word?)

auteurs, do the odd-numbered sentences of I-IV, bégés

37-46 . (top).

Answer the even-numbered questions of VIII, pages 48-49. (You may

refer to the text

for this exercise.)
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(Sample Civil Engineexring Assigninent)

Assignment 3

TRIANGULATION (CONTINUED)

Reading Assignment

Articles 10-29 through 10-40 in the text

Approximate Adjusument of a Quadrilateral.

The approximate method of
adjustment of a quadrilateral is the method that 1s covered in this course. This
subject is quite thoroughly explained in Article 10-30 of the text and in the

e problem on page 323. You should study this carefully.

Computation ol Lengths and Plane Coordinates.

You should study carefully

Axrdacles 10-31 and 10-32 of the text, paying particular attention to the example
problems.

Reducuon of Siope Distance by Station flevations.

Reduction of slope

distances to sea level 1s explained in Articles 10-36 and 10-37 of the text. The
following problem 1iilustrates the method used when the station elevations are
Known.

INustrative Problem

Tr:lateration station A is at elevation 10580 feet above mean sea level and

station B 1s at elevation 3750 feet. The distance between the two stations was

measured electronically and found to be 15,728.50 meters. The line lies in

-0 N . 1 “
atitude 45 approximately, where the earti's radius 1s 6,378,240 meters.

Reduce
the slope distance to mean sea level.
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Assignment 3

c.er to Fig. 8 below.

fjeasured dist. . (3?5@)
15,728.50 mﬂters

(!@O@ / p@
5 *"/—«\— N

(sea level)

ﬁﬂ.f!;s
{6,248 1,

a's
[4

=6,37

1

Figure 8

Solution:

By Equation 2-3 of the text (revised Equation 10-24 to include-second term):

—~ _ Ah® | Aht
O =55t

cp = \__3.2308 3.2808
2(15, 728.50) 8(15, 728.50p

CD = 21.033 + .014 = 21.067 meters

AB' = 15,728.50 - 21.07 = 15,707.43 approximate

(3750 - lO8O>Z <3750 - lOSO)‘1r
+

By Eqhation 10-19:

e AB' 15,707 .43
Q- L = = 2 = 1923
Sia 2 2R 2(6’ 378, 240) -OO.LA-\)I-B

By Equaucn 10-25;

e .. 0 _ (3750 - 1080 _
b'C = Ah Sin 5 = <—————3.2808 > .0012313 = 1.002 meteI/'S
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A3 15,728.50 - 1.00 - 21.067 = 15,706.43 meters.

neducing A3' to the sea-level length MN,

oy oquation 10-22:

ae A A
oN AZ' = - AB" =

R e
{~ 1080 1080 =y
C, = 15,706.43 Liﬁ%j o s (S
, = 15,706. <15,378,240J {_\6,378,24—052‘_]5
C, = 0.811 meters
Finally,

MN = 15,706.43 - 0.81 = 15,705.62 meters, which is the sea-level length

of the measured line AB. (Note: There are 3.2808 feet per meter.)

Written Assignmeit

T

L. In the quadrilateral represented in Fig. 9 on the following page, &all angles

were measured with the same degree of precision and the results were as

fo..ows:
Angle Value Angle Value
1 5072410, 0" 5 25°18'16.8"
2 33°53'35.0" 6 5895457 .5"
3 62°03'27.6" 7 37%02'04 .4"
4 58%44'39.0" 8 27938'46.5"

Adjust the quadrilateral by the approximate method discussed in Article
10-30 of the text.*

*It 1s advisinle to use 7-place logs ror the logarithmic correction 1f you have
them. tlowever 1t will be acceptable to use the 6-place logs 1n the text but
extreme care 1n inierpolation will be necessary. Adjust the angles only to the
nearest tenth of a second.
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. Assignment 3 \

Figure 9

in the quadrilateral of problem 1 above, the plane coordinates of A are
Xr‘- = 1,524,472,25 feet and YA = 624,502.34 feet, and the plane coordi-

naies of B are XB = 1,510, 235.70 feet and YB = 627,355.52 feet. Compute

the length and azimuth of AB. 'Then solve the triangle DAB. Finally,
compute the plane coordinates of D by a double-position computation.

rilateration station A is at elevation 1360 feet above mean sea level and
station B is at elevation 4980 feet. The distance from A to B, as measured
by a geodimeter, is 28,545.60 meters. The line lies in latitude 45°
approximately. Reduce this measured slope distance to the mean sea-level

distance.
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APPENDIX B

SAMPLE LETTERS REQUESTING PERMISSION TO QUOTE



h:r. Sopert A, Kavesh, Secretary-Treasurer
“he loarnal of Finance

Gradagie Sc‘noo 0. Jusiness

Now Youn Unuversity

100 Trinity Place

New Yook, New York 106

C)
(@

Cear 3., Kavesh:

Unlvers:ly ~xtens:on of The Umverquy oif Wisconsin is preparing a correspondence
course enailed sration Funance,'

o

following articles in their entirety from your. journal

vt
4]

We would Iike to quo
in tae cousse siudy guide.

1. "Leverage and the Cost of Capital”
Ly Hera Sclomon (May, 1963, pages 273-279.

2. "The S.E.C. Special Study and the Exchange Markets"
oy David K. Eiteman {May, 1966), pages 341 -323.

We would alsc like to quote the foliowing:
"The Swze and Maturity of Direct Placement Loans"”
by acbert M. Soideisky (March, 1960), lines 7 to
2% on page 32.

May we have your permission to reproduce the above materials in the stucy
gu.ce? Abour 150 copies wuil ve printed for distribution to students.

We hope thar our status as a state-supported, nonprofit educational institution will
permit you to grant tlus request without charge. Your journal derives b\,neflts,
however, from exposure to students in this course who will be tomorrow's leaders
and ruture subscrivers.

if you have a particular form for use in acknowledging permission, we shall, of
course, be happy to use 1it, ’

Sincerely,



The Secretary

Natonal Association of Real Estate Boards
155 East Superior Street

Chicago, illinois

Dear Sir:

Some years ago your Association granted permission to ucZ to reproduce your
code of ethics in our correspondence course 1l business ethucs.

The code is presented to the student as a practical example of one of the realities
in business ethics. Many students have undoubtedly benefited from exposure to

your code.

Because we believe the code fulfills a highly useful purpose to students we'd like

to have your permission to reproduce it in our revised course. I'd appreciate O
receiving a letter from you giving this permission.

if your code has been revised, I'd be pleased to have a revision.

Sincerely,
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THE NATIOI)\"AL UNIVERSITY EXTENSION ASSOCIATION
MEMDERSHIP 1965-69

University of Alabama -
Auburn University
Universivy ‘of ‘Alaskd) ~ -
University of Arizona
Universvity of Arkansas
University of California
University of Colorado
Home Study Institute
University of Florida
University of Georgia
University of Idaho
University of Illinois
Loyola Univérsity
Koosevelt University
Ball State University
Indiana University
Indiana State University
University of Iowa
University of Northern Iowa

University of Kansas

University of Kentucky

'

Louisiana State Uniyre,rs'ity

' Massachusetts Department of Education

University of Michigan
Central Michigan Uhiversity
Eastern Michigan University
Northern Michigan University

Western Michigan University

" Michigan State University
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University of Minnesota
University of Mississippi
University of Southern Mississippi
Mississippi State University
University of Missouri |
University of Nebraska

University of Nevada

University of New Mexico

State University of New York
University of Noxth Carolina

North Carolina State University



O Cnaversity of North Dakota Texas Technological College

North Dasota Division of Supervised Study University of Utah

Caio University Utah State University
Univers:ty of Oklahoma Srigham Young University

0
Oxiahoma State Unmiversity University of Virginia

Crceoon Stare System of Hicher Educatien University of Washinoton
O o o

Pennsylvania State University Washington State Umiversity
University of South Carolina Central Washington State College
The University of South Dakota Western Washington State College
The University of Tenznessee The University of Wisconsin

The University of Texas University of Wyoming

Southern Methodist University

CANADIAN UN:IVERSITIES

Acadia University University of Ottawa

The University of British Columbia Queen's University |
The University of Manitoba University of Saskatchewan
Universite de Montreal The University of Western Ontario

Mount Aliison University
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54 ORGANIZATION OF A CORRESPONDENCE SCHOOL

a greater volume to handle when the next day's mail arrives,
and possibly still more letters unanswered ¢at the end of the
second day. So from day to day the accumulation grows until
mail is unanswered for so long that anxious applicants write a
second time to follow up their first unanswered enquiries. This
only adds to the delay by creating more work, since the follow-
up letters have to be opened, read and attached to the previous
correspondence to find out what action has been taken. Thus
delay in reply to letters not only frustrates students, but adds to
the work of the correspondence school.

A golden rule for every correspondence school is that in

Flow of communication between

student and correspondence school

Enquiry
' Information

Application for
enrolment Registration
Study of lesson and Dispatch of lesson
dispatch of material
assignment Correction of assignment
Continued study of and return
lessons and dispatch .
of assignments Continued correction of

assignments and return
Sending of further

Completion of course lessons as required
with sending of last ’
assignment Correction and return

with arrangements for
examination if course
terminates with

Examination supervised - examination
and paper returned by
supervisor Correction of examination

and sending of result
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THE UNIVERSITY OF WISCONSIN
) - UNIVERSITY EXTENSION

Correspondence Instruction Course No -

Registration No

Course Nome

9 Print Your Namec and Addross. Fold Sheots with

No, of This Assignmaont
This Portion Showing on Outside.

Date

Name

Streel or R. F. D. Begin your written assignment on this sheet. Use
paper of this size for additional pages.

City Zone Stale
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Indepeﬁdent Study
227 Extenslon Building

REQUEST 20 DROP

- Letfer\
Walk In
© TeXts Returned

s
Name

Date

Course

Reg. Date

Cgrrenp Address-

o o

Send Refund to

Reason for Dropping

Refuné request for books and supplies to:
[, Room 227 Indepencent Instruction

D Room B-1 I. B. M. Dept.

Date !

-~ THE UNIVERSITY OF WISCONSIN ‘hh“N‘—s\\\\h‘h__“\—“f\‘“‘“‘“‘*-—-~\~mi2628

EXTENSION DIVISION B-T7 EXTENSION BOOKSTORE Lourse

) Name

‘Registration Date
‘Registration No.

[] Transfer
[ ] Student dropping
[[] Lessons returned also

<:> [j Uncertain as to the reason for
returning

\ ‘ TOTAL
[] Student ccmpleted o
course books in new condition
[[] Student has text from prior course

[] Book hard to obtain. ~ Instructor wanted
students to return.

The books and supplies &bove have been received in acceptable condition for

refund

=~ +avthooks are not in acceptable condition.
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UNIVERSITY OF WISCONSIN~EXTENSION
Independent Study
227 Extension Building

EXTENSION REQUEST

Student's Name:

Course:

Registration Date: Assignments to be Completed:

et ettt ertts

fI‘¥09 wish to examine the student's file, it is availablie in 227 Extension
Building. Please return letter, indicating your decision.

—— _ INSTRUCTOR® S
EXTENSION REQUEST APPROVED REFUSED INITIALS DATE
Suggestion regarding time allowance:
mo.__ __, 6 mo._ » 9 mo, » 1 year

Thank you,
Vol 5 fioien
D.P. Kaiser
Director
UNIVERSITY OF WISCONSIN-EXTENSION
Independent Stuay
227 Extension Building
REINSTATEMENT REQUEST \
Student's Name:
Cours. :
Registration Date: Assignments to be Completed:
Please return letter indicating your decision.
REINSTATEMENT REQUEST APPROVED REFUSED INSTRUCTORS INITIALS

If approved, suggested time allowance to be figured upon receipt of the $5.00
reinstatement fcee:
3 mo. , 6 mo. » 9 mo. , 1 year

Thank You,
.7 kéa;¢wm

D.F.Kaiser

NDirectn~
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REQUEST FOR FINAL EXAMINATION

Piease return thus form to University Extension as soon as you have subnutied the last assignment.

Namie of Student Date

Street Address or P. O Box Number

City State — ZIP Code _

Coursc i which examination 1s desired

Purpose for which course was taken B
(University credit, teacher certificate credst, high school credit, no credit)

Have vou submitted all of the assignments? [ IYes [ No

Suggested names of supervisor of final examination (sce item 2, first page of directions)  (Be certain
to make dirangements with the supervisor before submitting this form.)

Nanie . e e -

Street Address or P. O Box Number

Ciuy State ZiP Code —

Title or Rank

Narme

Soreet Address or P.O Box Number-

Y e State 2P Code -

iide or Rankh 0 . .

NOTE. This form 1s to be detached dand matled directly to Independent Study, the University of Wis-
consin, University Eatension, 432 North l.ake Street, Madison, Wisconsin 537006, so that it
may receive prompt attention. Itis not to be included with an assignment.
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This is to certify that

has satisfactorily comnleted

',” 7
-« Date

Chancetior, University Extension
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G300 MONTH LAKE STREET MADISON WISCONSIN 537006 ! —
v v st O }
Depncra i of Engineering

Tel  (H0%) 262-2061 December 17, 197k

?rofessor Norman R, Braton

217 liechanical Engineering Building
University of Wisconsin-Madison
Madison, Wisconsin 53706

Deer Norm,

We are interested in developing a correspondence course in welding, one
that would be as practical as possible and as complete as possible and one that
would be suitable for persons with a high school education, |In previous meet-
ings with our Mr, Gritzmacher and Mr, Wortley you have expressed an inlerest and

aveilability to do this course. This letter will serve as a contract for this
work,

<:> The work to be performed by you includes preparing a Study Guide (typed
one side, double spaced, "artist-ready" sketches), Solulions to Vritten
Assignments, Exams, Alternate Exains, and Exam Keys,

Specifically the course, which will be three credits, will be developed
around the second edition of Welding Technology, by Giachino, Weeks, and
Johnson,

Work to be performed by our Department will include promptly reviewing
your manuscript, providing editorial services, obtaining credit if applicable,
haendling all reproductions for course distribution, and arranging for suitable
ananouncements and pubiicity, Professor Donald Gritzmacher of our Department
vii11l be your liaison and will provide advice and assistance to you as necessary,

Additionally, we will provide space in our offices for you during the
neriod that you will be doing the writing., Also, if you would like, we can
provide typing assistance,

As we will be working on a publicity effort at the same tine you are
developing the course, time of completion will be important, We understand
that you will be available to do this work beginning about the first of June,
We would like to have all required materials delivered Lo us not later than

August 15, 1975,

Yle have discusscd two methods of compensating you for this work, One
<:> vould be by & contract sum and the other would be by appointment for a pericd
cf time this summer, You have advised that you would do some preiiminary
woik in order to estimate the tolal work required, We will subscquently

v

‘.——..‘
-




norman R, Braton
Fove 2
Doevconber 17, 1974

negotiate with youn the amount of work and the basis for compensation, This will
i e Adoone as an attachiment Lo this Tetter,

You agrecc that the copyright and all other rights pertaining to the work,
inciuding any royalties or fees that may accrue, shall belong to the Regents
of the University of Wisconsin System,

|f the above mcels with your approval, kindly /indicate your acceplance
belov and return one copy to us, We would like Lo have your cstimate of the

work required just as soon as possible. We look forward to working with you
on this project.

Very truly vyours,

y!
s
John £, Klus, Chairman
Depafiment of Engineering,
Mg tnematics and Applied
N SCiences
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CCLRsE C L2017 STATUS:
Giaduzie~Tt.. student has undertaken the graduate leve!l requirements of this course. [f the stucen: has

bco.. aamitted to a U.W. Graduate School and (e course is an appropriate part of his curriculum,
thews credits will normally be applicable toward a degree from the University of Wisconsin.

Undergradunic—The student has undertaken the undergraduate requirements of this course, |If the student
has een admitted to the University of Wisconsin and the course 1s appropriate to his curri-
cuitm, these credits will normally be applicaole toward a degree from the University ot Wis-
consin.

High Schoot—if the student has obtained his principal’s approval, these credits will normaliy be applicable
toward & htgh school diploma.

Centantng codcation—Academic work applicable, when part of the requirements, toward a certificate,
Gip. o, or otner form of recognition granted by University of Wisconsin—Extension,

Audit~The s.ncent has taken this course for review. No degree credits have been earned.

COLASI V..ol

Semuster Creuit—Measures value of coliege-level (Bachelor or Master) courses.

Continu,ng Evucation Unit (CEU)—Measures value of continuing education courses and degree crea:t
CowTes u3ed as part of a continuing education program.

UW-Extension’s CEU eftort «s oart of a national effort to recognize self-enrichment and salf-
development through a program of continuing education. Programs having a CEU value can be
chivacterized as organized educational experiences supported by well-defined learning ovjec-
tives, capable direcuon, and qualified instruction.

One CEU 1s equivalent to ten hours spent in class instruction, or ten hours on work assign-
ments outside of class, or a combination of the two.

Those participants who have received continuing education hours (CEH's) in previous pro-
grams can compute CEU's earned by simply dividing total CEH's by ten.

High Schooi Credit—Measures value of high schoo! level courses in Carnegie units.
.50 ="Y2 year or 2 Carnegie unit .75 = % year or % Carnegie unit
1 = 1 year or 1 Carnegie unit

G.. «.OE OPTIONS:

{Stud t Accomphishment Measured by Examination

en !
A Excelient S Satisfaciory (Pass) 5
B Cood U Unsatisiactory (Fail)
C Average i incomplete
D Poor P Progress
F Fail
Student Accomplishment Unexamined S
X Attengance requirement only
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UNlVERSlTY OF WISCONS‘N—EXTENSION Do not write here j
Application for Enrollment in Independent Study Rea. N
eg. No.
PRINT INFORMATION INCOMPLETE APPLICATION WILL BE RETURNED Date
() Course Fee

Texts ond Materials

Mr.

Mrs.

Miss iost name first name middle initial morden name Service Charge 1 * OO
Partial Payment Fee

MOII Address- street city state 21p code county Registration Fee
A.M. Lessons

Permanent Address: street city state z21p code county A.M. Moterials
Total

() Check if you wish to purchase texts from Independent Study Cost of texts not in-

cluded in course fee Consult Bulletin for prices. Amount Recetved
{ )} Check if you want original materials sent AIR MAIL. Student will be bilied sepa- Bal. Due
rately for this service. ) (Student)  (Univ. Ext.)
{ ) Check if you want your corrected assignments returned AIR MAIL. Consult Bulletin instr. Approval & Date
for charges and i1nclude with remittance.
COURSE-
deportment (e.g. English) course number course title number of credits

PREREQUISITES: What courses (high school, vocational school, or college) have you completed that are direct preparation for
the course for which you are now applying? (Students applying for courses in mathematics or engineering must list ALL previous

training in mathematics and science.)
name of course grade rec’d sem. 1n high school sem. in college other

r

| (Circle last year of school completed)

| HIGH SCHOOL 7 8 9 10 11 12 TP S
COLLEGE 1 2 3 4 5 6
VOCATIONAL SCHOOL  Yes No Year of Burth

Occupation

Circle the statement which most accurotely describes your reason for engaging in Independent Study at this time. K
(0) Professional or vocational odvancement (Noncredit) (6) Deferred Univ. of Wisconsin Craedit (Credit to be granted u
(1) Teacher's Certificate after student has been accepred for odmission to 1
(2) Univ. of Wisconsin--Extension Certificate residence work by the Office of Admissions.) !
{3) High School credit (7) Credit ot another college |
(4) College entrance requirement ; !
(5) Univ. of Wisconsin credit (only for students who have {namo and location) |
L been admitted to the Univ. of Wisconsin) (8) Other (Please specify) |
If you are meeting a credit deadline, please give deadline date
Have you previously enrolled in a University of Wisconsin correspondence course? () Yes () No
HIGH SCHOOL STUDENTS Please ignore the remainder of this side and complete the reverse side of this form
Other enrollees complete this side only.
Are you 1n good standing at the College or University you last attended? () Yes () No
Have you attended any of the University of Wisconsin System campuses? ( ) Yes ( ) No
Have you previously enrolled in a University of Wisconsin—Extension Class? ()} Yes () No
SCHOOL ATTENDED (high school, vocational school, college)
name location from to dlplgmc or degree
19 19
16 19

Q 19 19

. In signing this application | agree to abide by the rules and regulations of Independent Study as set down in the current bulletin.

date signature

ATTACH YOUR CHECK OR MONEY ORDER AND MAIL TO: University of Wisconsin—Extension, 227 Extension Building,
432 North Lake Street, Madison, Wisconsin 53706. (Make checks payabie to University of Wisconsin—Extension.)



FOR HIGH SCHOOL ENROLLEES

Name and address of High School in which credit 1s to be earned.

ONLY

To the High School Principal

1.

[S T - PO

Approved for billing by Board of Education
School

Signature Date

. To whom should materiai be sent?

Is the student’s correspondence work to be supervised by the principal or
by a member of the schoo! faculty?

. Will this course be a part of the 16 units required for graduation?

. Do you wish to have textbooks supplied by UW-Extension®

. |f the student is meeting a credit deadline, please give deadline date.

Yes
Yes
Yes

The following information would be helpful in obtaining departmental approval.

Please give all data available.
Q

Special remarks:

Percentile___ Class rank

Grade Average

Approved for credit

High School Principal

Pein., Supt,, or Dir,

Mail to

UNIVERSITY OF WISCONSIN-EXTENSION

227 Extension Building
432 North Lake Street
Madison, Wisconsin 53706



. The examination may be taken under the following regulations:

THE UNIVERSITY OF WISCONSIN
UNIVERSITY EXTENSION DiVISION
CORRESPONDENCE INSTRUCTION PROGRAAX

T

DIRECTIONS FOR FIMAL EXAMINATIONS - R ’

1. A final examination in a cowse is reguired whenever a student wishes the University Exteasion

Division to issue a certificate of completion or an official transcript. This applies to university
courses, vocational-technical courses, and high school courses. Students who are not sure whether
they will reguest the University Extension Division to issue a statement regarding their work at
some future date are urged to take the final examination.

e e
RETREH B

(@) A student may take the exammatlon at the central office of the Umvetsny Extensxon vaxsxon
at \Tadxson, at \hlwaukee or at an Extension Center.

o

() A student working for high school credit may take the examination under the supervxs\on of the
pnncxpal of the high school where he hopes to apply the credit, or of some person specially des-
ignated ~ for that purpose by the principal. The principal’s designation, mist-be: in writing,

o RS MV

{c) A student working for teacher certificate credit may taxe the examination under the supervision
of the city or county superintendent, or of some person specially designated by the city or
county superintendent for that purpose. The superintendent’s designation must be in writing.

(d) A student working for sfate college credit, or credit at any college or university other than
The University of Wisconsin, should take the examination under the supervision of the registra:
of the instituti3n where he hopes to apply the credit. If it is not possible for him to do so, he

may take the examiaation under the conditions set forth for students working for University of
Wisconsin credit. SEE 2(e).

(e) A student working for University of Wisconsin credit may take the examination under the super-
vision of a city superintendent, a county superintendent, a senior high school principal, a vo-
cational school director, or the iegistrar of a recognized college or university.

() A student in vocational-technical courses who desires a University Extension certtificate, and
who cannot take the examination at one of the offices listed in 2(a) above, may take it under the
supervision of some respoasible person who will agree to conduct it according to the regula-
tions of the Uaiversity Extension Division. He should submit a list of two or more names—pref-
erably as suggested in (b), (c), or (¢). The Extension Division reserves the right to reject the
name of any person suggested and to requiie another selection, or to make its own selection.

{g2) A student in the armed forces of the United States may take the final examination under his su-
perior commissioned officer, his Information and Education Officer, or his personnel officer.



2.

DIRECTIONS FOR FINAL EXAMINATIONS

The University makes no provision for payment for the services of an examiner.

The final examination should be requested after the return of the last corrected assignment, and
before the expiration date of the course. It should be taken within 30 days thereafter.

The student will be notified when the examination has been sent to his proctor or is ready at the
Correspondence Instruction office. He should not appear to write his examination until he has re-
ceived this notification. The examination questions, and also the paper upon which the gax[a’m_inationi
1s written, will be supplied by the Extension Division through the supervisor of the“éxamma{t)an.

T A
A student who is taking a course for college, university, or teacher certificaté credxt may re-
quest the Extension Division to issue a transcript at any time after the course 1s completed.  Tian-
scripts for high school credits are automatically sent to the principal of the high school were thc
credit 1s (o be dpplied, and students seeking such credit necd not request a transcripf,

A certificate of completion will be 1ssued, upon request, for courses not involving c?e_c!’lt: Certif-
1cates of completion are NOT issued for courses taken for high school or college credit.

t

Students who wish to have a transcript sent, or a certificate of completion issued at the successful

A

completion of the final examination, should fill in page 4.

i



REQUEST FOR FINAL EXAMINATION

Please return to the University Extension Division as scon as the last assignment has been sub-
mitted. )

1 R N

Name of Student Date

Street and Number

City _ State

Course in which examination is desired

Purpose for which course was taken

(University credit, teacher certificate creaai:, high school predi!.i no c}edlt)’
Have you submitted all of the assignments? ] Yes JNo -

Suggested names of supervisor of final examination:

Name

Street and Number

it

City [P State

Title or Rank

Name

Street and Number

3
ot

City ‘ State S

L ' .
CE o e -
B I

Title 'or Rank:

NOTE: This f;)rm is to be detached and mailed directly to The University of Wisconsin, E.xtensif.)r‘l '
Division, Correspondence Instruction Program, 432 North Lake Street, Madison 6, Wisconsin,

so that it may receive prompt attention. It is not to be included with an assignment. °



(To be detached and mailed to The University of Wiscoasin,
Extension Division, Correspondence [nstruction Program,
432 North Lake Street, Madison 6, Wisconsin

REQUEST FOR TRANSCRIPT OF CREDITS]

College credits earned will be transferred either to the Office of Registration and Records-of The
;Universxty of Wisconsin or to other educstional institutions, upon completion of the following form.

‘ Transcripts of high school credits are automatically sent to the principal of the high school where the
xCredlL 1s to be applied. Students earning such credit need not {ill in this form.

|
|
i
i

I
I Name Date

I

i Address
!

t Correspondence Course s

|

, -
t Dates of enrollment and completion of course

" Transcript,to be sent to

‘\ddreﬁs

81 00 will be charged for all additional transcripts.

In order to have credits earned during a summer or vacation period transferred to the Office of Reg-
i i1stration and Records of The University of Wisconsin 1n time for registration, the student must complete
| his work,including the examination, at least two weeks preceding the opening of a semester. In making
! out semester programs, students whose credits have not been transferred may ask their 'advisors to

i telephone the Recorder of the Extension Division to verify course completions.

REQUEST FOR CERTIFICATE OF COMPLETION S

Certificates of completion are issued upon request for successfully completed courses not carrying
hizh school or university credit. Persons desiring such a certificate should complete and  return ™

‘i

the following form:

Date

Name

Address

Dates of cnrollment and completion of course

Certificate to be sent to

Address

J

|

I

|

I

|

!

I

|

i

!

I

J

: Correspondence Course
f

|

|

l

|

!

]

; $1.00 will be charged for all additional certificates.
{
|
!
|
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M UNIVERSITY EXTENSION
FRO THE UNIVERSITY OF WISCONSIN

INDEPENDENT STUDY
432 NORTH LAKE STREET
\J
O MADISON WISCONSIN 53706

RETURN POSTAGE GUARANTEED

TO
Mr. John A. Doe
123 South First Street
Madison, WI 53702

UNIVERSITY EXTENSION
THE UNIVERSITY OF WISCONSIN
INDEPENDENT STuDY
432 NORTH LAKE STREET
MADISON WISCONSIN 53706

!
|
!

102 3Cr. 11/3/72.

LAST NAME REGISTRATION DEPARTMENT COURSE DATE !

NUMBER NUMBER NUMBER 1

i

BOOKS AND OTHER |

MATERIALS FEES TOTAL 1

cHarGES| 17,00 51.50 | 68.30 ;

O |

cD

RE 17.00 51.50 68.50 - |

' BALANCE OR {

STUDENT RECEIPT REFUND DUE (CR) f

|

i o e A i

. P e g S S —— —
| puwns uw {22) - 248 V

FROM =y
UNIVERSITY OF WISCONSIN - EXTENSION
INDIEPENDLNT 10 0Y
432 NORTH LAKE STREET
MADISON WISCONSIN 53706

RETURN POSTAGE GUARANTEED

TO






REG.NO. 82379 DOE, JOuN A.
per7. 350 COURSE 123 SOUTd FIRST STREET
(:> pate  11-3-72 MADISON, WI 53705
T s,
1 LS) :Rer'd
7 “ 7|
R 1 2 3l
N S ‘ COMMENTS
2 [ |12 22 32
i
| 3 13 23 33
J 14 24 34
5 15 25 35 3-_CR
1 Purpose
6 1 26 36 UNIV WT _CR
Year of Birth 1951
7 17 27 37
‘ ‘ Occupation STUDENT
T8 18 28 38 Prep.
School
9 19 29 39
College
10 20 30 40 Course
Final Av. Grade
A4 PORM UW (22)273 EEZTvsiovs] cmoter vmoms §104350

DOE JOLN A .
123 SOUTH FIRST ST

SOC SEC NO 123-45-6789

Cr MADISON, WI 53702 UNIV WIS CREDIT
CURRENT
__ ADDRESS PERMANENT ADDRESS
sen £?°G“°J;31”14 28 10-15-72 Permit on file,
1 ﬂib 29 11-3-72 Lessons 6 and 9 are optional.
2 igxa 30
3 {éav 31
4 18 32
5 | i 19 33
6 | 2o 34 |
7 e 35 |
. GRADES
: | 22 as T e |
9 fos | 37







Registration No - 81019
S . .
Date 12_4—74
= Course Engr' ila

Course Fee

BBooks and Materials

Study Guide

Reinstatement Fee $5.00
Wis Sales Tax
Total Charges 5.00
Amount Paid 5.00

Balance Due
{Please pay within 10 days)

Refund Due Student

FROM UNIVERSITY EXTENSION
THE UNIVERSITY GF WISCONSIN

independent Study
432 North Lake Stieet
MADISON, WISCONSIN 53706

T0 r
Donald E. Hosek
3916 S. Elmwood Ave
Stickney, IL 60402

L

Form UW (22)-183

BUSINESS OFFICE

Registration No 69996
d Date 12—3-74
_Psych. 530

Comae __

Course Fee

Books and Materials

Study Guide

Reinstatement Fee $5.00

Wis Sales Tax
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DEPT COURSE |
DATE '
-
N Y
L") reod
by P ; D2 i )
. i ! .
e — ; e COMMENTS
ivg ! SRFE 22 32 ’
! ; ;
[ ' I | i
I3 LN |23 33
R : ]
o4 1' 14 ] | 24 34
| . i
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SALARY
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{ ) Hourly (time sheet to be submitted)
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(Date) (Dean or Director—~Extension) {Date)

(Extension Dept, Head)

EXTENSION PAYROLL OFFICE
105 Extension Building
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Armstrong, Jerry
Biccum, Kenneth A.
Souffiou, Russeil D
Braton, Norman R. 5
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Crane, Douglas i
De Vries, Marvin F. !
Doran, Michael % %
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Johnson, Steven D. g <:>
Johnson, William L. ; 1
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Larson, Lynn L. % ;
Manner, Erncst F % ;
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LESSON REPORT FOR UW=--EX COURSES FOR MONTH ENDING

Course

Lessons

ASTRONOMY -~ 188

(@]

J Survey of Astronomy

1
i

CLEMISTRY == 224

m0 Functional Chem |
H3) Functional Chem ||
a3 General Chemistry

04 Gen Chem & Qual Anal
il Adv Inorganic Chem

CIVIL ENGINEERING -- 240

iL5 Elem Surveying |

156 Elem Surveying Il

L7 Top & Land Surveying
243 Route location

252 Struc Analysis

L0G Photogrammetry

L22 Highway Engineering
A70 Critical Path Method
590 Critical Path Network

Techniques
COMPUTER SCIENCES -- 688
211 Fund of FORTRAN Progr

ELECTRIC . ENGINEERING -- 320

ASh Prac Indus Electron
ABI Eiectric Wiring

AD Essen of Electricity
AD5 Elem of Elec !

AGG Elem of tiec 11

ENGRG DWG & ENGRG GRAPHICS -~ 343

i00 Engineering Drawing
AZ38 Prin of Arch Drawing

Course

Lessons

ENGINEERING MATHEMATICS -~ 332

A50 Shop Arithmetic |

A52 Practical Aritnmetic

A53 Practical Algebra

A5L Prac Trig & Logarithms

A55 Practical Calculus

A58 Basic Math for Elec &
Electronics i

A59 Basic Math for Elec &
Electronics 11

ENGINEERING MECHANICS -~ 34L&
101 Statics

102 Dynamics

103 Mech of Materials
GENERAL ENGINEERING -~- 336

112e Logic Thought & Logic Cir
279 Technical Writing
A50 Basic Engineering Refresher

GENERAL PHYSICAL SCIENCE -- L10

H20 Gen Phys Science |
H21 Gen Phys Science |1

MECHANICAL ENGINEERING -~ 612

114 Prin of Indus Engineering
Ab60 Automotive Engines
Ab1 Automotive Chassis

AbL Diesel Engines
ABC Safety Supervision

A8] Safety Engineering
A8L Safety Management

ASO Intre to Refrig

A92 Steam Plant Operation
L28 Intro to Numer Control




LISSON RIPORT FOR UW=-£X COURSCES -- 2

Ccourse Lessons

METALLURGICAL & MINERAL ENGRG -- 636

1l4 Prin of ?hys Met
350 intro to Materials Sci

METEQROLOGY -- 640
100 Weather and Climate
PEYSICS -- 754

540 Elem Physics |

S4 Elem Physics |l

103 General Physics

104  Gereral Physics

201 Gen Phys for Engineers

ASTRONOMY

CHEMISTRY

CIVIL ENGINEERING
COMPUTER SCIENCES
ELECTRICAL ENGINEERING

ENGINEERING DRAWING & ENGINEERING GRAPHICS

ENGINEERING MATHEMATICS

ENGINEERING MECHANICS

G MERAL THNGINLLRING

GENERAL THYSICAL SCIENCE

MECHANICAL ENGINEERING

METALLURGICAL AND MINERAL ENGINEERING
METEOROLOGY

PRYSICS

TECHNICAL AND VOCATIONAL

GRAND TOTAL

O

Course Lessons

TECHN{CAL AND VOCATIONAL -- 3534

TOTALS

V68 General Aeronautics

W72 Fundamentals of Electricity

w90 intro to Refrigeration
Faculty

Fee Instructors

Total
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A. Independent Study:

Name of Course
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Activity (Writing, Editing,

Registrations

Revising)

PT

OTAL

B. Institutes:

Name of lnstitute

Activity (Planning meeting, mailing, teaching, e
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C. Short Courses:

Name of Course

D. <fvening Classes:
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E. Contracts
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A or Excellent, 93-100 ,
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70- 76
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This card is on informal notification to the student
and cannot be used as a certificate of credit. An official
certification for those courses where credit has been se-
cured will be made, upon request of the student. to the.
institution where credit is desired.
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1 shall offer a soun
a about their pr
emplated course succes

10. The s
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As zpprcved by the general meeting in Barcelona, June 1967. ' who are doubtfu ; _
: ! completing a o Lses shall

. ' ses

1. The school's advertising must be truthful, informative and in accord- s shall be written, and the students’ exerc
ance wiih the digaity of education. | 1 ::ec;::::::ed by suitably qualified people.

2. The school shall not, 1n its publicity material or during persoﬁal con- ,
sultations, hold out to prospective students promises of prizes“ or 12. The school
financial rewards of any kind, or of individual success, or any other reasonably Up
{mproper inducements. !

‘ 13. The gchool's course units ('lessons,

shall be educationally suitable,

ial
s st e ted in a practical manner.

to date, and presen

letters') shall each include

her
examination questions, problems or othe

| xercises
3. The school shall not employ representatives, however deslgnatled, a n‘:m::::egf oen the expc;sition of the course.
cn a commission basis, tests hall en-
! ] rog‘l‘eSS a-nd S
: ; ervise its students'p
4. The school shall fully inform students befcre they enrol for any 14. The s‘;::;;:ig z‘;xl;plete their studies.
course of: ! coura fairly
< diplomas that fa
a. the exact amount of the fee, N 1 The school s all issue only cerhﬂc;t:;a(;;nofmake any statement
> ::e exiﬁ: tertins 10 fdpgb;m(:;t'f o represent the instruction g:;?:x};tea: or diplomas are equivalent to
2. the services included in the fee, 1 . such certific ining
: hat any su ised exam
d. the possibilities of terminating a course or transferring to another. °rd1"zfi tor to a certificate awarded by da rne;:zg;:m able docu-
i aae ent is based ©
i s any such statem
5. The school shall allow students to suspend the study of their courses body unles 240

for a reascnable length of time and subsequently to continue on the merted facts.
original terms. . :

6. The school shall allow students to terminate their courses before
completion in the case of illness, unemployment, or for any other
adequate reason. !
. The schoo! shall exercise the utmost care not to endanger public‘l
goodwill by legal proceedings for the collection of fees. '
. If a school offers a guarantee of further tuition until success 18 -
gained at an examination, the guarantee conditions must:
a. be clearly stated in their promotional literature;
L. be fully and honestly implemented.

-3

(¥ )4

2. The schoo! chall inform its students, before they enrol, of:
a. the scope and extent of the course; |
b. any reguirements of previous knowledge; !
c. the prospects of undergoing official or other examinations, obtain-

ing certificates, diplomas, etc.; b
d. the name and qualifications of course writers where practicable;
€. the aame and qualifications of tutors where practicable. 239
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WHERE TO GET HELP IN MARKETING RESEARCH
Whether you are gathering factual data or simply seeking ideas for new
programs, there are many sources you can use. Listed below are some of the
organizations, publications, and media you can use as a research basis.
e U.S. Department of Commerce — Census Reports
Census of Population
Census of Retail Establishments
Census of Wholesale Establishments
Census of Industry
o County Business Patterns
Number of industries
Kind of industries by SIC (Standard Industrial Classification) and
number of employees
Sizg of payroil
e Bureau of Labor Statistics
Employment
Average weekly earnings
Type of business
© County and City Data Book (issued every five years)
Population, taxes, forms, business establishments

® Chamber of Commerce — local and state

Names of members
Types of industries

o Manufacturers Associations
Names of members
o State Economic or Commerce Departments

Various reports on industrial development, new laws, and general pro-
file data

e Sales Management Magazines Survey of Buying Power

Population, income, spending power, retail sales, sales by major category—
by county and major metropolitan area. This manual is issued annually
and generally provides special segments on growth areas, race, and age of

local population,
33



THE ROLE OF ADVERTISING AND PROMOTION iN MARKETING

As consumers we are all aware of the intensive use of advertising in the
marketing of today’s products. Practically all organizations engaged in the mass
distribution of products use some form of advertising, and in the course of a
single day we may be exposed to hundreds of messages.

With newspapers, TV, radio, magazines, direct mail, and billboards all com-
peting for attention, it is necessary for the administrator to carefully plan the pro;
motional approach best suited to his organization product and clientele.

Before designing a brochure, writing any copy, or choosing the media, the
administrator should have a thorqugh urerstanding of the objectives and pur-
poses of advertising. B

The general objectives of advertising include the following:

e Produce direct and immediate action, such as registering for a course or
sending for a brochure,

o Create awareness on the part of the reader or listener regarding your orga-
nization, its objectives or philosophy, and the educational product,

¢ Create or change the concept of your institution or program,

In addition to these general objectives, the reader should consider some of the
specific purposes of advertising:

® Increase the use of the service by increasing the units of purchase (take
two courses) or increase the iength of the buying season (attend summer
school).

© Attract a new age group to your serviée.

e Make known the organization and what it stands for.

o Dispel wrong impressions.

e Help render a public service or support a public cause.

@ Reach a person who influences the user or purchaser,

® Increase the strength of the entire field of education,

@ Acquaint the public with all the services provided by your organization,

o Secure acceptance for subordinate programs or services.

@ Counteract the use of programs or courses that may be viewed as substitutes,
35




THE ADVERTISING AND PROMOTION BUDGET

In conversations with advertising and marketing managers, you will be
exposed to numerous philosophies regarding the methods of budgeting for the
promotional program. Some organizations simply take a flat percentage of their
total departmental budget while others add a percentage to whatever they spent
last year. Still others might attempt to copy what other institutions spend.

The ideal method of determining the budget size is to relate it to the promo-
tional task or actual marketing objectives you wish to achieve. By following this
method, all activities will be tied directly to actual costs and the administrator
will be in a position to perform a cost analysis on all programs.

A second advantage to following the task method is that it forces the admin-
istrator to plan the marketing program in more detail and for a longer period of
time. The benefits to this planning effort are that all programs are placed in
proper perspective and by planning far in advance, the administrator avoids man-
aging the department by crisis.

Obviously, this approach is more efficient since the administrator knows pre-
cisely what the objectives of the organization are, and then aliocates only those
dollars and human resources that are needed to meet those objectives.

In order to follow the method proposed above, you should do the following:

1. Determine the cost, step-by-step, of attaining a fully operational adver-
tising performance, and on this basis make budget recommendations; you must
know what you want your advertising program to do.

2. Consider the return you can expect on your advertising expenditures.
In other words, you can develop a revenue/expenditure ratio that can be used as
a measure of performance efficiency.

3. Consider how much pioneering effort you must do in your advertising.
How well does the consumer know the institution and its programs? How well
established is the organization in the minds of the potential user?

4. Consider the cost of the media you must use to reach your customers.

Whether it be radio, newspaper, brochures, or direct mail, determine in advance
what you will need in order to fulfill the objectives as originally stated.

37



WHAT AFFECTS THE READERSHIPMOF AN ADVERTISEMENT

-*As an advertrser you have no'doubt been amazed at the ’ pullmg power of
some ads while some.of your real masterpieces never created a stur' :

The readership of an advertisement is affected by many factors. The same
ad in a different publication, or used at a different time, may not be as effecti\ie
as its initial run. Outlined below are some of the factors that affect readership:

P ) - Lol ' PO B ‘._u&( .

i type of product or service belng offered -

A

\h )1 IR _,\_I >’ PR E

© amount of space in the ad

.- amount of white space used in the ad’

f" [t L

° use of color and the‘kmds of colors used

© copy used in the ad

o general layout of the a‘d’t . -
o illustrations used |

o zheadlrne—words Iength ‘and type face

@ be!revabulrty of the ad ‘

e. competitive ads'in the same.medium-

[ Yoava

© actual media orpublication chosen ot e

e understanding of the message -

s . o . Ty

@ reader’s interest in the'message -
o location of the advertisement in the publication.

@ ease in which the.reader can respond to'the ad. *
There has been much study on the readership of advertisements. However,
due to the'large number.of variables it.is difficuit to determine’the exact reasons

for high readership on any one ad. 9

39




THE ESSENTIAL ELEMENTS OF PROMOTIONAL PIECES
AND ADVERTISEMENTS

What should promotional literature do for your organization? If you could
write the ideal ad or develop the most effective brochure, what results or objectives
would you hope to achieve?

All successful promotional literature attempts to do five things:

The first job of all promotional literature is to get the reader’s attention.
Since the average person is constantly bombarded with advertisements, the writer
finds himself in a highly competitive situation whenever he publishes an ad or mails
a brochure.

The most frequently used methods of getting attention are througn the use of
a "‘catchy’” headline or an interesting illustration including art work and photogra-
phy. Studies have shown that readership goes up with the use of color and the
liberal use of white space.

The second major concern of effective promotional literature is to create
interest in the subject. Having caught the reader’s attention, the ad must now
create enough interest in the reader's mind to encourage him to read the entire
message.

Thelthird objective is to arouse desire in the mind of the reader. As he
reads the message, he should feei the service or product will fill some need or lead
to some satisfaction.

The fourth objective of effective promotional literature is to create con-
viction in the mind of the reader that the advertisement will indeed perform the
service or deliver the satisfaction promised in the message.

The final objective of the ad should be to spur action on the part of the
reader. After reading the ad, the reader should be encouraged to take some explicit
action which might be to enroli in a course, fili out a coupon, or call for additional
information. In other words, this is the step that actually moves the reader to do
what you want him to do. -

In order to achieve these objectives, the promotional writer has six major
elements with which to work. They are:

The headline — This is the idea or main thought of interest to the
reader.

Amplification of headline — The verbal vehicle that carries the reader’s
interest from the main thought (the headline) to the program you're promoting.

41



Explanation of benefits offered or claims made — Through the use of
the copy, the writer expluins why the reader should be interested in the offering
being made.

Proof of any claims — The evidence or support of any claim or berefit
offered.

Additional advantages from the program — Having shown the main ad-
vantages of the program being offered, the writer now offers additional advantages
in support of the program. This appears to be a bonus in the eyes of the reader.

The closing — This is probably the most important element of the six,

because it is here the reader is offered a suggestion as to how he can obtain the
suggested satisfaction by taking some specific action.

42
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"ENSENANZA POR CORRESPONDENCIA"
CBJET!IV OS
la. y Za. Sesidn
1. Modificar la conducta de profesionistas adultos aplicando una teoria que permita
aumentar el conocimiento y modificar la conducta.

2. Cémo afectan las experiencias previas positiva y negativamente a préposito de la
educacién.

3. Conocer diferentes teorias acerca de las variables que afectan el aprendizaje en
general y el aprendizaje de los adultos en particular.

4. Diferenciar los elementos que intervienen en la educacién para adultos y en la
- de no adultos.

5. Distinguir la necesidad de hacer que la gente aplique lo aprendido como un sa
tisfactor de sus demandas reales.

6. Hacer entender que los cursos por correspondencia se dirigen a los adultos y co-
nocer los problemas de disefio de los mismos.

7. La retroalimentac ién como medio de autoevaluacién.

8. Conocer la forma de motivar y convencer a los adultos, trabajando en cambiar -
su forma de conducta por medio de los cursos por correspondencia.

9. Analizar las distintas actitudes entre quienes estudian cursos por correspondencia
buscando grado académico y quienes no lo buscan.

10. Sensibilizarnos sobre las condiciones del aprendizaje.

11. Introduccién a los cursos por correspondencia y establecer un aviso o llamado de
atenci én, sobre el deseo de estudiar y estudiar efectivamente.

12, Sefialar la importancia de la motivacidn. definir objefivos y métodos de ense -
fianza.

13. Deshacer la actitud del adulto ante estos cursos: Resistencia. Encontrar la ma
nera de motivar.

14, Establecer metodologia sobre la funcién del aprendizaje en los cursos por co -
rrespondencia.,

15. Cono cer los problemas del aprendizaje en los adultos y como solucionarlos.




16.

17.

18.

19.

20,

21.

2.
Provocar la discusién sobre los conceptos presentados y otros no tratados con rela
cidén a los mismos. W,

I mportancia de la motivacion cuando lo que se ensefia se puede poner en pricti ~
ca.

Analizar las mecénicas utilizadas en cursos por correspondencia para adultos y -
jévenes y oblener los mejores resultados.

Establecer que actualmente no puede ser satisfecha la necesidad de aprender -
normalmente y que los cursos por correspondencia pueden ser la solucién.

Objetivos para la primera parte del curso:

20.1  Establ ecer la diferencia entre la forma de aprendizaje del adulto y la -
del nifio.

20.2 Determinar los posibles cambios conductuales en el adulto segin sus dife
rentes campos de aciividad.

20.3 Establ ecer los cambios conductuales deseables en el adulto.

20.4 Plantear las conquistas hacia las cuales fienden los programas en este =

campo. Q

20.5 Describir las condiciones bdsicas para el aprendizaje.

Objetivos finales:

21.1  Visidén panordmica del curso.

271.2 Esbozo de una teoria de la ensefianza para aduitos.

21.3 Problemdtica de la ensefianza para adultos.

21. 4 La ensefianza del adulto como una necesidad

21.5 Vias de accidn para satisfacer esa necesidad.

21.6 Requerimientos especificos para los maestros por correspondencia.

21.7 Requerimientos para los adiestrados por correspondencia.

21.8 Tesis del’N\i“er

21.9 Tesis de Getsel N
o

21.10 Integracién en grupos de los asistentes.



